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ABSTRACT
"IT’S MORE THAN JUST A TECHNIQUE"
INTERNATIONAL GRADUATE STUDENTS’
DIFFICULTIES WITH ANALYTICAL WRITING
MAY 1991
HELEN FOX, B.A., UNIVERSITY OF CALIFORNIA, BERKELEY
M.A., UNIVERSITY OF MASSACHUSETTS
Ed.D., UNIVERSITY OF MASSACHUSETTS
Directed by: Professor David C. Kinsey
Do graduate students from non-Western backgrounds have difficulties with
analytical writing, or does the Western university have difficulty interpreting their ways
of understanding the world?
Both, according to the findings of this exploratory study at the Center for
International Education at the University of Massachusetts. Based on interviews with
seven professors who work extensively with international students and on interviews and
writing samples of sixteen graduate students from Asia, Africa, and Latin America, as
well as on the author’s observations as a teacher-researcher, this ethnographic study
looks at what happens to mid-career professionals, some of them published writers in
their own countries, when they try to modify their writing and thinking styles to produce
"analytical" papers in the Western context.
From the interviews and writing samples the author identifies ten issues that affect
these students’ writing. Educational and societal influences — the students’ previous
education, their knowledge ofAmerican language and culture, the communicative style
taught by their own societies and their gender and status in their home countries — all
may have been internalized since childhood, making them difficult for students to change
in order to meet the demands of the American university.
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Writing and thinking strategies, on the other hand - their idea of how to discover
the nature of truth, their treatment of authorities, their voice, and their sense of audience
— are easier for students to work on. But as students change these writing and thinking
strategies, they may find they need to abandon the ways their culture taught them to
communicate.
These changes often cause resistance, either to writing itself, or to feedback from
professors, or to the university’s assumption of the superiority of the Western world
view. Just as resistance inhibits students from changing their writing style, students’
writing "ability," or their need to express themselves and their willingness to work over
and over a draft, tends to facilitate some students’ struggles with "analysis." Students
and researcher conclude that while international students need more support in
understanding Western writing styles and world view, American professors also need to
appreciate other styles of writing, thinking and communicating.
Vll
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CHAPTER 1
INTRODUCTION
Background to the Study
When international students began arriving in numbers at American universities in
the 1960s, their professors were perplexed, frustrated, and occasionally amused at their
attempts to write academic papers. There was something strangely "out of focus" about
their compositions, said Robert Kaplan, one of the first to notice the problem (1966, p.
296). As director of the communication program for foreign students at the University of
Southern California, Kaplan found that even when their syntax is correct, international
students seem to be "employing a rhetoric and sequence of thought that violate the
expectations of the native reader" (ibid.).
This general observation has been repeated here at the University of
Massachusetts, where our nearly 1500 international graduate students and scholars pursue
advanced degrees in over thirty departments. Professors at the Center for International
Education (CIE), who have been working with students from developing countries for
twenty years, have remarked that some of their graduate students have difficulty using an
analytical approach, and cannot seem to pull together ideas from different sources and
document them correctly.
When several CIE professors first encouraged me to design and teach a course
for international graduate students at the Center in the fall of 1987, they suggested that I
focus on analytical writing. But what, exactly, was "analysis" or "analytical writing?"
These terms are used by professors in giving assignments and commenting on students’
papers, but they do not seem to be explicitly defined. 1 I found this situation a bit
' For example, the following are several assignments from courses I have taken at CIE:
"A six-page analytical paper must be handed in at the beginning of class. This paper
should analyze and assess the major issues and problems presented in the readings..."
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perplexing. I, too, had gotten my share of feedback on papers saying I needed to do
more analysis," or that my score on the analytic portion of a professor’s grading system
was three out of a possible five. I had felt somewhat frustrated by this, since I believed I
was a good writer, having published articles and essays that seemed analytical to me, and
having successfully taught Freshman composition in the University’s writing program.
So as I designed the Center’s writing course for international students with one of
CIE s professors, we wondered, briefly, what exactly analysis was. We decided it was
something more complex than description, more complex than comparison, something
that led into reasons and possibly implications and/or recommendations. And so we
devised a scheme to lead students deeper and deeper into "analysis." Starting with a
paper that called for straight description, we then assigned a compare and contrast paper,
then a why does this thing happen? paper, and finally a paper that would make
recommendations about how to solve a problem.
But we had still not grappled with the real question: what is it that we are asking
the students to learn? What is it that they supposedly cannot do? We had described a
process, we had given it a practical form, but we had not come up with a definition.
Why was a definition of analysis important? As I delved into the literature to try
to understand why students were perceived to have this difficulty I found many theories,
some reasonable, a few insulting, and yet others, bizarre. There were second language
theories, theories about poor teaching in previous writing courses, theories about cultural
differences in writing styles, theories about incomplete cognitive development, and
Student presentations should include "analysis of educational heritage since 1900
. . .
analysis of basic ideologies and values
. . . analysis of forms and processes of
education ..."
Two examples from feedback on my own class papers illustrate how the term is used in evaluation:
"This paper could be strengthened with a bit more analysis of the causes of the
various problems of women which you present so effectively."
"A second edition of this paper could be strengthened by more analysis of
discrepancies/congruities between the private role expectations of your mother and
those of the larger society in which both of you had to live."
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theories about modes of expression and thought in oral cultures. There were theories
about male-female differences, about Western and non-Western differences, about class
differences, about differences between the powerful and the dispossessed. But in all these
reports of theories, most of which used the terms "analysis" or "analytical ability" as
something that was either present or absent, developed or underdeveloped, nowhere did I
find a clear definition of what we were talking about.
It seemed to me that if I expected to teach "analysis" I had to do more than
describe it. And if my aim in teaching it was to prepare international students to meet the
expectations of their American professors a little better, I should find out what some of
these professors meant by analytical writing.
I started my initial investigation with the assumption that the international students
I worked with - especially those from developing countries or "non-Western"
backgrounds -- had somewhat more trouble writing analytical papers than Americans did
at the graduate level. In working with these students individually, I sometimes found it
difficult to explain to them how to bring together ideas from various sources to create a
logical, coherent argument, and I found that my advice to "go into this in more depth" or
"reorganize this to make it more clear" did not seem to be understood, for some of the
students would come back again and again with attempts at reorganization that, from my
perspective, were just as disjointed as they had been before.
When I compared this process with what happened when I worked with
Americans, I realized something was different. The Americans who had trouble with
analytical papers could not write clearly and cogently, it is true, but they did seem to
understand the idea behind my advice. "Go into this a little more, tell me why this is
true," or "You’re a little off the subject here," would usually result in attempts to change
the text in the direction I was pointing.
It slowly began to dawn on me that I was assuming that international students
understood the ideas of "organization" "coherence," "clarity," "depth" and "continuity"
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in the same way I did, when in fact this might not be the case at all. Perhaps these
international students did not need me to simply point out where these things were
lacking in their papers; perhaps they needed me to explain the concepts themselves -- or
at least, to explain what I had been taught they meant.
This to me was a clue that cultural differences might be involved. And if this
were the case, then it was likely, I thought, that these differences would be manifested
not just among several international students at the Center, but with many, maybe even
the majority, at least of those who were unfamiliar with American academic conventions
and ways of expressing ideas.
It was this assumption that led me to pose my question to professors and to
students around the Center, "What kinds of difficulties do international graduate students,
especially those from developing countries, have with analytical writing?"
This question provoked an unexpectedly emotional response from almost everyone
I posed it to: professors, American Center members, as well as some of the international
students. The weeks I spent clarifying, re-phrasing, backtracking and agonizing about
whether to go on investigating what interested me taught me another dimension to the
subject: the political. I began to understand the touchiness of the issue, the red flags that
went up, as one friend told me, "whenever you talk about international students having a
problem.
"
After some time, and many conversations, and a good deal of reflection on the
matter, I realized that I might feel similar irritation if someone at the Center had thought
to investigate the problems that older women returning to graduate school had in trying
to write analytical papers, especially if the investigator was a young, self-confident male,
who, I suspected, had his doubts about these under-prepared women’s abilities.
Regardless of this hypothetical male’s protestations of objectivity (so much like my own),
regardless of his "altruistic" motive of helping people like me, would I really be able to
look him in the eye with respect? For who had asked him for help, anyway? Perhaps, I
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mused, I would begin to feel like an unwilling subject whose weaknesses would
undoubtedly be exposed by this "objective" research.
Imagining myself in such a situation made me understand, to a certain extent,
how my interest in this topic must have appeared to both international students and their
defenders at the Center. But after considering this and feeling it in all its depth, I decided
to go on with my quest anyway. Ironically, the interest the topic provoked and the depth
of the emotions it aroused made me realize how important it is. For it is the unspoken
assumptions that are feared, I believe, assumptions about what people are capable of,
about what their place is in the world, about how much their perceptions and styles and
feelings are valued, whether they be older women, or students from developing countries
or anyone on the margins of influence and power.
If these unspoken assumptions are brought to light and examined, fairly,
reasonably, by people of goodwill, if "difficulties" can be looked at with a certain calm
objectivity
,
if people can be persuaded that differences -- if any are found -- are not
embarrassing deficiencies, but diamonds in a wider, richer band of knowledge, then a
study of the subject must have some merit.
Coming to a Statement of the Problem: Shifting Perspectives
During my five years as a participant observer at the Center, first as a graduate
student who gave a writing course and volunteered to help international students by
editing their papers, then later, as a researcher who perused the literature and
interviewed students and professors, I began to feel a certain intuitive familiarity with
"the problem. " But exactly how to state it eluded me.
Was it really that some international students had difficulties with analytical
writing? From the point of view of the university this seemed valid. But did stating the
problem this way imply that American students had no such difficulties? I maintained
that this was not the case. If it was possible for a researcher to study why oak trees
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turned red in the fall without implying that maple trees did not, then it was just as
possible to study international students' difficulties without implying that Americans
didn’t suffer them as well.
But just as soon as I had that point settled in my mind, the word "difficulties"
began feeling very sticky. For if someone has difficulties, it implies that they need to be
corrected. And as I began listening to students’ stories, I became more and more aware
of their objections to this idea:
. . . the comment that 1 get says that I need to be improved And I don’t
really agree with that. I have a real problem with that. I say what
improvement, in what context? What does improvement imply? I don’t
need to improve myself in order to write in my language, because I have
been writing for a long time. I’m a professional. 1 can write, nicely.
Come to my country, you will see my article in the newspaper, you will
see my book, you know, articles everywhere. What do you mean by
improvement?
(Nepali student)
According to at least some of the students then, it is the professors, or at least the
Western university, that is the problem.
I don’t want to say that we don’t have to change, everybody has to
change.
. . that doesn’t mean I have to remain the way I was in Nepal,
that’s a kind of arrogant position, I wouldn’t say that.
.
.
(But) why can’t
people here, even professors, try to be different? Why can’t they accept
the styles the people bring with them, and also educate themselves so that
they can understand others?
(ibid.)
As I shifted back and forth from my role as teacher, whose job it was to
"improve" the students, to interviewer, who was there to listen sympathetically to the
students’ point of view, "the problem" flip-flopped like the picture of the young woman
who, with a sudden, slight shift in the viewer’s perception, becomes an old crone.
As "teacher" reacting to the first batch of papers of the semester, I felt
discouraged and irritated that my careful explanations hadn’t taken effect:
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Why didn’t she do the assignment?
through this ... on the moon??
Where was she the day I walked them
research^Danerf’"
am 1 SU
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posed t0 reI™diate ">* in apaper! Mostly women are polite and so is their behavior
"Thk ^
people m
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more decent and respectful manner."™ 1s
.
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nt has many plans and programs which are implemented
Se,f'eVidem 1,131 SUCH
(Journal, Oct. 11, 1990)
But as interviewer," I was beginning to hear students talk about "analytical
writing in a way that startled me:
When you read an American writing, I mean, something written by anAmerican, in my culture it sounds so childish. It’s because we don’t see
Wldl
nS^>
e
£
onnectl°ns
;
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’
s Just like, "This is a watch, brown, da da da
.
. . OK. For us, that s funny. I think that for Americans, it must be
very funny, (the way I describe things).
(Chilean student)
Should my dissertation title be International Graduate Students’ Difficulties With
Analytical Writing or International Graduate Students’ "Difficulties " With ”Analytical
"
Writing?
Developing an Approach
Qualitative studies are often messy. You often don’t even know what questions to
ask until you are knee-deep into the research, or if the answers will lead you into
territory where you never intended to go. You can begin with a plan that makes you feel
organized and in control of the process, but almost inevitably, the plan marches off in a
direction of its own. 2
2 To make this section more comprehensible to the "analytical" reader, a "before and after
picture" of the research is presented here:
BEFORE : The original purpose of this inquiry was to discover some of the components of
the problem of international graduate students’ difficulties with analytical writing and some of the
implications of this problem for teaching and advising. The approach was ethnographic, that is,
according to Hammersley and Atkinson (1983), one in which the researcher participates "overtly or
covertly, in people’s daily lives over an extended period of time, watching what happens, listening to
what is said, asking questions; in fact collecting whatever data are available to throw light on the
issues with which he or she is concerned (ibid., p. 2).
Using this method of observing, question-posing and participating, I intended to learn about
the problem through the following means: ^interviews with both professors and international
students about the students’ difficulties with analytical writing, 2) a review of the literature on
international graduate students’ difficulties with analytical writing 3) examination of the writing of
international graduate students in my writing class 4) observations, recorded in my journal, as a
7
It started neatly enough; I would interview seven professors from the social
sciences (including the four faculty at the Center for International Education) about their
definition of analytical writing and ask them to show me samples of "good" and "poor-
analysis on students’ class papers, Master’s projects and doctoral dissertations.
I chose these particular professors because they worked with a significant number
of international graduate students and were able to produce and comment on their papers.
Aside from the professors at CIE (who because of the department’s focus were readily
available and interested in participating), these faculty either volunteered on hearing of
my study or were recommended by other faculty members as likely to be interested and
sympathetic to my research questions. Excluded was one professor in the School of
Education (not at CIE) who seemed hostile to the idea of the study’s premises and
research methods, and at least four in the School of Education who were quite interested
but did not have access to papers to show me.
teacher-researcher in my writing class and 5) informal talks with students as I worked with them as
an adviser about their writing and as a friend and colleague.
AFTER: My plans were modified and my idea of the problem was changed by several
findings. First, there was very little literature that touched on the topic directly, requiring me to
extend my search to writings about undergraduates and even younger students, both international and
American, studies of out-of-school adults in oral cultures, and other studies in related fields,
including Psychology, Anthropology, Philosophy, Linguistics, English as a Second Language, Basic
Writing and Composition Studies. Secondly, interviews with professors and students began to reveal
that the idea of students having "difficulties" was problematic, for either it was denied (by some
professors and some students) that there were any difficulties to discover, but only "differences." At
the same time, both professors and students (sometimes the same ones) were insisting that the
difficulties were extreme and serious. This made the data difficult to interpret until both the
questions and the approach were modified - no longer did I press directly for information about
"difficulties," for example. I also made a concerted effort to see that students at the Center
understood the purposes of my research and what I was finding as I went along. I did this in the
form of several letters to the 56 on-campus CIE graduate students, and by asking some of my student
informants to review and comment on my findings along the way. Third, the information about
"analysis" that was emerging from interviews and in the literature review made me realize that the
Western university’s idea of analysis is culture-bound; therefore, its definition is not well thought-out
or articulated, and its expectations are not made clear. From these and other findings I developed a
somewhat different inquiry statement.
FINAL PURPOSE OF INQUIRY STATEMENT: To discover some of the components of the
problem that some international graduate students, especially those from "non-Western" backgrounds,
are perceived by professors, by some of the students themselves, and indirectly, in the literature
written from the perspective of the Western, English-speaking university, to have difficulties meeting
undefined expectations around what CIE professors call "analytical writing."
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This part of the study was designed as one or more hour-long tape recorded
interviews around the questions: "What is your definition of analytical writing, who in
your experience has trouble with it, and why, in your opinion, might some international
students have these difficulties?"
Professors were asked to respond to the first question by showing me examples of
what they personally consider "good" and "poor" analysis in four pieces of student
writing. The examples of poor" analysis were to come from international students in
order to get at the specific difficulties that this group might have, in the opinion of the
particular professor. The examples of "good" analysis could come from either Americans
or international students in order to let the professor have as much latitude as possible in
choosing the examples so he would not feel limited to certain categories in order to come
up with his personal definition of analysis.
Professors were given several weeks to think about the interview questions
beforehand, to find examples of student writing that best illustrated their definition, to
mark specific passages in the papers and, if possible, to put their comments in writing.
At the time of the interview, the professor was asked to show me the marked passages
and explain them as well as to talk freely about the questions in a general way. The
interview followed a semi-structured format, in that the three general questions were
prepared in advance, but the professors were encouraged to talk about whatever other
questions or issues that emerged during the interview itself.
So this was the plan. But in the first few interviews, I began hearing a point of
view that I did not expect from professors who worked so closely with international
students:
I would say that in the Western world we expect our young people to
think in abstract terms relatively early.
. .
I’m saying that our youngsters
have been brought up with the idea to verbalize and try to organize their
thoughts, to easily express it, as being part of what they’re about. And
that translates into clearer thinking and therefore in some ways clearer
9
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(Professor T)
Our culture believes in the value of thinking and the value of self-
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(Professor Y)
This viewpoint, which I had never heard openly expressed, was also cropping up
in some of the literature I was reading. For example, the Coordinator of English for
Foreign Students at Case Western Reserve University has this to say about teaching
writing to international undergraduates:
We are expected to teach organization, rhetorical skills, graceful style,
and argumentation to students most of whom have never learned these
5
skills even in their native languages, who write outlandish, if charming,
sentences, and who still need help on the most basic elements of English
They may never have heard of Mozart, they may be convinced that the
United States has the equivalent of the KGB because it has a "secret
service," and they may speak English only in their English class.
(Oster, 1985, p. 66)
Oster then goes on to describe one of her students, who though "very bright"
starts the semester with a vague, rambling essay, "obviously floundering" because he
does not address the topic directly, "builds his argument on an unwarranted
generalization and concludes with a proverb which does relate to empty bravado but not
to the questions at hand" (ibid., p. 69). What this student needs, according to Oster, is
the "training and discipline" to relate his ideas logically, come to the point and eliminate
his dogmatism. In trying to get at what the Western world has to teach such students,
Oster quotes Cardinal Newman, speaking of "Knowledge" and the "idea of the
university:"
I mean something intellectual, something which grasps what it perceives
through the senses; something which takes a view of things; which sees
more than the senses convey; which reasons upon what it sees, and while
it sees; which invests it with an idea
. .
.
(I)t is an acquired illumination,
it is a habit, a personal possession, and an inward endowment. And this is
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the reason, why it is more correct, as well as more usual, to speak of aUniversity as a place of education, than of instruction
. .
. (E)ducation is
a higher word; it implies an action upon our mental nature and theformation of a character; it is something individual and permanent.
(Newman, 1948 as quoted in Oster, 1985 p. 67)
"The idea of a university should not be withheld from students who are non-
native speakers of English," says Oster, "... they are just as ready as native speakers
for what we have to offer, even if they are not as well prepared" (Oster, 1985, p. 66)
Hearing the voice of the university express this view: that international students
need to be taught to think ~ either because they have been numbed by their previous
educational experiences or because they have never learned how
- gave me new insight
into why the topic I had chosen had made people at the Center so uncomfortable. While I
had thought, somewhat naively, that this view had been put to rest at the end of the
Colonial Era, I now found it painfully close to the surface in the minds of some students
and faculty - either as a belief, or as a question, or as a worry about what other people
might believe, or some distressing combination of all three.
Because the research was now marching off in a direction I had not intended,
there was nothing for me to do but to go along with it. At least I now had a focus for
my literature review. At first I had despaired of ever finding a thread that would
organize a hundred and ten sources from Psychology, Anthropology, Philosophy,
Linguistics, English as a Second Language, Basic Writing, and Composition Studies,
almost none of which touched on my topic directly. But because of the startling views I
was hearing in some faculty interviews and that were now appearing in the literature, I
finally had a theme to pursue. By the time I had finished, I had also taken a position. At
my comprehensive examination, my point of view on this issue became more clear to the
international students in attendance. After it was over, one of my previous skeptics took
me out to lunch and told me, "Now it is time to hear the voices of students."
This good advice had been part of my original plan, but at the time, I had not
been sure of how openly students would talk to me. Accordingly, I had devised a plan to
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talk to five or six students I knew well who had been at CIE for over a year, and who
could reflect back on whatever difficulties they might have had adapting their writing to
the required style, in order to get a "first take" on the issues that might emerge. Then I
would give my writing course a fourth and last time, and follow the progress of a small
number of students from different areas of the world through the process of trying to
adapt their style to the requirements of the Western university.
To implement my plan, I sent around a memo telling international students of the
state of my research and asking for volunteers to be interviewed. But now, perhaps
because students had a better understanding of my assumptions and methods, and I, for
my part, had a better understanding of the students’ point of view, my fortunes were
totally reversed from the year before when I had been eyed with such suspicion. Now I
had more volunteers than I could handle.
In the end, I interviewed sixteen graduate students, most of whom had been at
CIE for two semesters or longer3 : one from Korea, two from Japan, one from the
People’s Republic of China, two from Indonesia, one from Nepal, one from India, two
from Sri Lanka, two from Cote d’Ivoire, one from Somalia, one from Cape Verde, one
from Brazil and one from Chile. I asked them to tell me about their difficulties -- if any -
- in doing analytical writing, their frustrations in writing for the university, their
strategies for changing their style, and how the new style might be different from the
ways they were taught to express themselves at home. Most of these interviews - an
hour to an hour and a half in length - were tape recorded, transcribed, and handed back
3
At this point I had come to understand through faculty interviews, my review of the
literature, and my own observations as a teacher, that students who were perceived to have the most
difficulty with analytical writing came from "non-Western cultures," that is, from backgrounds only
indirectly influenced by European-American modes of thought and inquiry. I attempted, therefore, in
my selection of informants, to include students from all "non-Western" areas of the world that are
represented at the Center, i.e, the Pacific, Asia, Africa and Latin America. In such an exploratory
study, this selection cannot tell us anything very definitive about students from these cultures;
however, it was interesting to find that students from very disparate parts of the world sometimes
said the same kinds of things (See Chapter 4: Students’ Views).
Neither students nor professors were selected on the basis of gender. Eleven of the students
were female, five were male. All the professors interviewed were male.
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to the students for their comments, further explanations, and, if they liked, changes and
deletions of what they considered private material
.
4
All agreed that their countries of
origin would be used when I told their stories, but that their names would not.
After doing about ten of these interviews I began going back to some of the
students to ask additional questions and to collect writing samples that would illustrate
some of the issues they were identifying. In addition, I was recording in my journal what
was happening in my writing class; what we did, how students reacted, what I had
scribbled on the board, what students had said about that, and what insights had come to
me in class that day.
Both in class and during the interviews I became aware of the fact that the
straightforwardness I was expecting in both speaking and writing was considered strange
and unnatural by people from most of the rest of the world. Again and again my
informants spoke in a roundabout way that at first I found frustrating, but that later I
began to appreciate and find beautiful. There were as many variations on the indirection
as there were cultures - and individuals - but this example from Cote d’Ivoire illustrates
what I first found in speaking, and later began to notice in the writing of many students
as well.
As this student later explained to me:
You try to make a sort of suspense and as we say, "It brings appetite" to
the conversation, you know? The person is
. . . "what is he or she going
to tell me?" And you know, you sort of, really, pull him to listen to you,
you see? And finally you say it. And by the time you say it, you are also
at the end of what you are going to say.
A: You know, when you are talking to somebody like — you - I say,
"Hdlfcne, look here," (points out of the window) "at the snow and
the wind is blowing"
. . .
4
Such care was not taken with faculty, on the initial assumption that they were used to having
their words quoted, that they understood the Western notion of accountability, and that they could
readily say exactly what they meant, as English was their first language. Objections later from
several professors that their words and/or my interpretation of them were not exactly what they
meant made me realize that this precaution should have been taken for faculty as well.
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Urn hum.
But if I were to write that to somebody who was not here
. .
Um hum.
If I say "look here" (points) it doesn’t make sense.
Right, um hum.
I know I read a little bit about these things that make writing and
speaking not necessarily the same thing
Um hum.
Still I think that apart from this point, writing, which is just
another way of expressing one’s mind, just the way of expressing
our mind vocally shouldn t impair that much. Because even if we
are in the same culture, like here, in the States, in America, in ah,
how do you call it, a written culture?
Yeah, a
. . .
I mean in a culture where, where, where you have script and
speech?
Um hum.
I still know that somebody who speaks cannot write exactly the
way he speaks. But why is that so? Whyl
Why should it be so, or why is it so?
OK. Yeah. Why should it be so?
Uh huh.
Yeah! Because I think it creates problems.
Um hum.
If I can just tell the way, I can just write the way I talk, except for
these few things where I know it might not fly, in writing, where I
might be encouraged to change things, apart from that I think there
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shouldn’t be any difference. You can hear somebody speak very
well and then when you write, you say "No, in writing you don’t
say that"
Q: Um hum.
A: So it’s a question I keep asking myself.
(Ivoirian student)
Instead of simply saying "You know, Helen, I think we should be able to write
the way we speak - what do you think about that?" this student approaches the subject
almost on tiptoe, engaging me with pauses and questions until he finally gives his opinion
and drops an invitation for me to give mine.
Part of the challenge of doing the interviews was learning the patience to listen to
and understand this new style; but after I had gotten used to it, I was able to work more
effectively with students in my writing class using the technique I had learned.
A student from Japan had come to see me twice in process; both times
with a disjointed outline. I knew she was having trouble with linear
argument, not seeing something about how points are connected by "so"
(A, so B, so C) especially I thought, because she wasn’t stating each point
explicitly (she would hesitate, and look at me expectantly just before she
came to the point, and then I would wait, and look at her expectantly, and
tell myself to be patient, and encourage her by saying softly, "Yes, and
so?" And telling her many times, though making myself use a voice I
would use if I had been telling her for the first time, "It is important to
make the connections really clear, really direct in this context"). When we
finally did get part of the argument down and I drew arrows on paper
connecting it, a light bulb seemed to flash and she told me that now an
article she was struggling to read made more sense.
. .
(Journal, October 11)
The art of indirection was an important skill to learn in doing this research;
without it, I couldn’t have heard the students’ views in quite the way I did, for their
ideas and opinions are not always self-evident. This is not the result of "lack of
discipline," however. It is the way that most of the world prefers to communicate.
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How this Study is Presented
In thinking about the way the research proceeded and what might make sense to
the reader, I have decided to lay out my study in the following way: Chapter Two will
put the study in the context of the relevant literature - Composition Studies, Basic
Writing, English as a Second Language - as well as the more peripheral fields of
Anthropology, Psychology, Philosophy and Linguistics. I have asked the literature three
questions: "What is analytical writing?" "Who has difficulty with it?' and 'Why do
some students from non-Westem countries seem to have these difficulties?"
Chapter Three will add a personal note to the voice of the university by
presenting the views of seven professors, the four from the Center for International
Education and three others (one from another department in the School of Education, one
from the School of Management and one from the English department) who felt they had
sufficient contact with international students and who agreed to be interviewed on the
same general questions that I asked of the literature.
Chapter Four will let the students speak about the issues they have brought up as
significant.
Chapter Five will go into some of these issues (as well as others I have found
important) in more depth, using samples of students’ writing that they gave me to
illustrate the points they made.
In Chapter Six, I will analyze the issues that have emerged, and show how they
influence each other as well as how they influence international students" writing. I will
also offer some suggestions for faculty teaching and advising based on the findings of the
study.
In Chapter Seven, I will summarize my conclusions and suggest some directions
for further research.
Thus I propose, with some trepidation, to reveal some of the hidden voices at the
Center for International Education: the complaints, the guilty admissions, the pride in
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speaking out, the frustrations, the bitterness at the way things are and the relief at finally
being able to talk about it.
It is ironic but illuminating that this study should have been done at the Center,
which prides itself on its diverse student body (50% of those admitted must come from
developing countries and 50% from the U.S.), its sympathetic faculty who often spend a
good deal of time working with students on individual writing difficulties, especially at
the thesis level, its excellent peer-advising program, its tolerance of diverse ideas and
styles of both speaking and writing about a problem, its supportive, "family" atmosphere,
and its conviction, shared by faculty and students, that worth-while world development
proceeds from empowerment, respect and love. If such an organization misunderstands
an issue so vital to its international students, what might be happening in the rest of the
university, or in other universities across the nation?
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CHAPTER 2
THE WESTERN UNIVERSITY'S VIEW OF ANALYTICAL WRITING AND
DIFFICULTIES WITH ANALYSIS - A LITERATURE REVIEW
What is Analytical Writing
If an international student (or any student, for that matter), perplexed by an
assignment to present "an analysis of educational heritage since 1900," were to look for a
definition of the term "analysis," what would they find? If they looked through a stack
of writing textbooks, guides and handbooks found in the offices of the University’s
Freshman Writing Program, as I did, they would come upon the following information.
The writing guide recommended at CIE, Edward P.J. Corbett’s The Little English
Handbook (1987), "designed to serve as a guide on basic matters of grammar, style,
paragraphing, punctuation and mechanics for those engaged in writing public prose"
(ibid., Preface) gives no mention of analysis or analytical writing.
Likewise, Hacker’s A Writer’s Reference (1989), whose Table of Contents
announces that it will cover Planning, Drafting, Revising, Working on a Word
Processor, Grammatical Sentences, Effective Sentences, Word Choice, Punctuation,
Mechanics, Documentation, and Review of Basic Grammar, makes no mention of
anything that resembles "analysis" either.
However, Herman’s Portable English Handbook (1986) has a curious entry in the
index: "Analyzation. " Intriguing. What could this be? The student turns to page 387 in
the book’s "Glossary of Usage" and reads "Analyzation ~ Illiterate for analysis." The
book has no other mention of the term.
Feeling, perhaps, a little stupid, the student turns to Murray’s Write to Learn
(1984) under "Help For Your Writing Problems." Again, there is no mention of the term
or anything remotely resembling it. Perhaps analysis refers to something so complex that
it cannot be explained easily in a writing guide, but is left to the writing instructor to
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tackle in class. So the student looks at an Instructor’s Manual (Dawe and Doman, 1984),
but again, there is nothing on analysis in either the Table of Contents or in the exercises
themselves.
Turning to Stewart’s The Versatile Writer (1986), the student may be heartened a
little by a short section called "Analysis of Process." This is confusing reading,
however, as it seems to be mainly concerned with helping a student write about how
things work. For example," says Stewart, "who isn’t curious about machines?"
(Stewart, p. 140). He then goes on to discuss teenage boys’ fascination with motor
vehicles, apparently in an attempt to get high school students to write about something
that interests them. But nowhere does this book attempt to define what analysis is or even
why the term is used in connection with a description of "how things work."
As this explanation does not help much with the assignment to "analyze
educational heritage since 1900," our persistent student now turns to Kolln’s Language
and Composition. A Handbook and Rhetoric (1984) and finds an encouraging mention of
the term in the index: Analysis. See Division." Turning to the section on Division
on page 300, the student reads: "We use division, sometimes called analysis, in an
expository essay when we explain an event or a place or an entity by analyzing its
parts."
Now there is a definition for you. We use analysis when we explain something by
analyzing it. Undaunted, the student continues to read: "Analysis also describes a way of
thinking; for example, we automatically consider the separate parts when we think about
Christmas (gifts, music, decorations, parties, food ...)."
So analysis is a way of thinking. This might explain why it is hard to find a
definition of it in a writing guide. Especially if the way of thinking is supposed to be
"automatic." "But if it is automatic," the student may wonder, "why don’t I understand
my assignment? Why don’t I automatically think of dividing up "educational heritage
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since 1900" into separate parts? I suppose I could do this, but what purpose would this
serve?"
Pursuing this thought, the student turns to page 198 of the Prentice Hall
Handbook for Writers (Leggett, Mead & Charvat, 1982) and reads:
Analysis is the conscious process of trying to understand something
usually by taking it apart, breaking it down into smaller parts. (For
example w)riting an essay on U.S. government, you must realize it hasthree parts, executive, legislative and judicial.
Well, yes, if this is what is required," thinks the student, "I could break down
my country’s educational heritage since 1900 into parts: maybe the period of indigenous
education, then the coming of the missionaries, then the Colonial government’s attempts
to supplement the mission schools, and finally, the reforms after Independence. Then I
could talk about the parts one by one ... but no, this is description. As I understand it,
"description" is what international students do too much of. "Analysis" is supposed to be
something more complex, something that is not "automatic" for us. But why don’t these
authors explain what they mean?"
Turning to Hefferman and Lincoln’s Writing: A College Handbook (1986) the
student finds the first sympathetic note in the growing stack of books s/he has consulted
for a definition.
Probably you have been asked more than once to analyze a particular
topic or problem. But just what does analyze mean? Essentially,
analyzing a subject means breaking it into parts small enough to handle. If
you are asked to analyze American democracy, for instance, you can start
by defining it as a system of government in which the people rule. But in
order to talk about "the people" you must separate them into categories or
groups: voters and nonvoters, elected officials and appointed officials
. . .
In doing so you are using classification and division.
(ibid., p. 100)
So by now, several books agree, "analysis" does have something to do with
categorizing. And the next few books add to this impression: Fahnestock and Secor’s
Rhetoric ofArgument (1982) suggests that the student can "dissect a university in order
to define it," and that this can be done in different ways: by types of people (students,
administration, faculty), by colleges, by physical categories such as types of buildings.
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Kennedy and Kennedy’s The Bedford Reader (1985) discusses “process analysis" which,
(l)ike any type of analysis
. . . divides a subject into its components" and then describes
them step by step.
When a news commentator reports the overthrow of a government byamed rebels -- a process that may have taken years - she may point outhow the fighting began and how it spread, how the capital city was
surrounded, how the national television station was seized, how the former
president was taken prisoner, and how a general was proclaimed the new
president. Exactly what does the commentator do7 She takes a
complicated event and divides it into parts. She explains what happened
first, second, third, and finally. Others, to be sure, may analyze the event
differently
,
but the commentator gives us one good interpretation of what
took place, and of how it came about.
(ibid., p. 206)
By now the student is pretty sure that analysis is a specialized kind of description
that starts by dividing the subject into categories. Only a brief shadow of doubt has been
cast on this definition by the last authors’ phrase "one good interpretation." This seems
to imply something more than a division of American government into executive,
legislative and judicial branches or Christmas into presents, food and music. Just to be
sure, the student heaves a couple more books off the shelf and looks again for the term
"analysis."
Walvoord. Helping Students Write Well: A Guide for Teachers in All Disciplines
(1982). The index sends the student to "How to Take An Essay Examination." There, a
hypothetical test question asks the student to "Analyze the theme of social class in the
19th century novel." "Ask yourself," says Walvoord, "What do authors of 19th century
novels think of social class? What do the novels’ characters think? What social classes
are illustrated in the novels?" (ibid., pp. 13-14).
Wait a minute! This isn’t advice to break down social class or 19th century
novels into categories. This is advice to ask yourself questions. But how is one to know
what questions to ask?
In Ebbitt and Ebbitt’s Index to English (1990), our weary student finally finds a
clue to the riddle:
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anatysis 1S applied to a wide variety of intellectual
undertakings - attempts to grasp the nature of a thing or concept toseparate a whole into its parts, to investigate causes, to attribute effectsThe aim of analysis is to increase understanding of the subject. Writersmay also use analysis as a guide to action, analyzing an assignment inorder to decide how to organize the paper it calls for, or what details tomclude, or what arguments to use. See Cause and effect, Classification
^ C°ntraSt
'
Definiti°n
'
U,gical thinking
-
(ibid., p. 23 )
Aha! So analysis is not just categorizing, but a whole way of thinking and
understanding and investigating and organizing and acting which can’t be easily defined.
Perhaps it is a whole world view held by the university, and expected of anyone who is
"properly" educated, who goes about a "wide variety of intellectual undertakings" as one
must in graduate school.
But where does this leave our student who has tried so hard to understand
the assignment? As a Somali student told me in an interview;
A: Nobody takes the time to express what we call analysis, the
American style of analysis, OK? The academic style of analysis.
So if you’re a graduate student this is the way academics write
things. Nobody expresses that to anybody. So the international
student has to learn all that through the hard way.
Q: Urn hum.
A: So. Until this time I don’t know what’s analysis and what’s
description.
Q: Urn hum.
A: OK? And there is, what is the criteria, and what’s the line
between them? If something qualifies, if a piece of writing
qualifies for analysis, what are the criteria or the, you know,
conditions to meet? I don’t know, I’m not clear about that, and
I’m trying to write something in my Master’s Thesis this semester.
Q: Um hum.
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A: So that’s the confusion. The point is not whether international
students are not capable of
. . . OK? This professor expressed
that opinion, but does he or she make sure that the international
student understands the difference?
Q: Um hum. No.
Leaving our student to work on the assignment to analyze educational heritage
since 1900, let us now look at the literature directed not to the student writer, but to the
teacher and researcher who want to understand how to think about and teach writing at
the college level.
These authors do not explicitly define "analysis" or "analytical writing" either,
but instead, refer to it by a variety of terms that encompass a general organization, style
and mode of thought that they assume all readers understand and agree upon. Authors in
Composition Theory, English as a Second Language and Basic Writing refer to the kind
of language, organization and general modes of proof used in American colleges as:
academic writing or academic discourse (Coles & Wall, 1987; Johns, 1986a;
MacDonald, 1987; Spack, 1988a; Stewart, 1987), English for Academic Purposes
(Braine, 1988), the research paper (Swales, 1987), critical writing (Dunlap, 1989),
normal discourse (Bruffee, 1984), discourse conventions (Chase, 1988), and institutional
norms (Freed & Broadhead, 1987). Only occasionally are the terms "analytical writing"
or "analysis" referred to; when they are, they seem to define a lack, for example, in
basic writers who seem only able to write narrative instead of "dispassionate analysis"
(Dixon, 1989, p. 11).
All of these terms and concepts, taken together, refer to a form of rational
argumentation that attempts to solve some sort of problem by presenting certain modes of
proof in a "coherent" (Johns, 1986) order. Both the idea of analytical writing in the
Western context and the Western conception of terms that are used here to describe it,
e.g. "rational," "problem," "proof," and "coherent," (as well as words like "critical," as
23
in "critical thinking," and "analysis" itself) seem to come from the Western rhetorical
tradition which began in Greek and Roman antiquity (Bizzell & Herzberg, 1987; Dunlap,
1989).
Kaplan, looking at the question from the point of view of linguistics, sees
analysis, along with its companion term, "synthesis" as concepts inherent in the "cultural
framework of which the English language is a part" (1972, p. 93). According to Kaplan,
specific modes of thought, which, he says, are evident in the organization of the
paragraph or larger discourse unit, are imposed by the particular language of the writer.
In English, these thought patterns" or the "expected sequence of thought" ". is
essentially a Platonic-Aristotelian sequence, descended from the philosophers of ancient
Greece and shaped subsequently by Roman, Medieval European, and later Western
thinkers" (ibid., p. 7).
Thus, the kind of academic writing that international students seem to have
trouble with, that is, the kind of "analysis" required in discussing "educational heritage
since 1900," comes from a tradition that is more or less foreign to them.
This tradition was first taught by Aristotle -- though he did not invent all of it,
but sometimes simply catalogued the commonplace rhetorical concepts of his day
(Aristotle, p. xiii). Through the ages, new knowledge and awareness of new paradigms
gradually transformed and expanded the ancient rhetorical tradition, but the basic idea of
effective argument has changed only minimally. So little real change has taken place in
the past two thousand years that Aristotle’s form for persuasive oratory is familiar to
college students writing term papers today (introduction, statement of facts, proof and
conclusion) (Stewart, 1987), and his twenty-eight lines of argument are still considered
valid modes for developing or generating argument. His advice on style (to be clear,
direct, and concise, avoid exaggeration, overblown metaphors and an excess of dignity),
is still found in the most respected manuals and essays on writing today (Orwell, 1946;
Strunk & White, 1979).
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The kinds of argument suggested by Aristotle included logos, or logical appeals;
ethos, or ethical ones; and pathos, or personal methods of persuasion. Logic was thought
to be appropriate for discussing apodictic knowledge, or that which is certain, while
rhetoric (comprising ethos and pathos as well as logos
)
was useful for contingent
knowledge - that which cannot be known for certain. Thus, in Aristotle’s time, as well
as our own, strictly logical proof was necessary for discussing the "certainties" of
science, while other topics could be dealt with more subjectively.
However, even arguments for popular persuasion used the "enthymeme," a form
of rhetorical logic closely allied to mathematical and philosophical syllogisms: if A and B
are true, then C must be true in consequence. Speakers might use examples instead of
straight logic to make their point, says Aristotle, but "those which rely on enthymemes
excite the louder applause" (ibid., p. 26).
As the Aristotelian idea of rhetoric developed and spread through Europe and
Britain and finally to America, the logical aspects of argument were stressed - even for
arguments that were not strictly scientific, while the emotional and personal fell out of
favor. And with the revolution in empirical science in the seventeenth century, and the
growing importance of psychology in the eighteenth, proof came to rest much more on
empirical evidence than on "what seems probable to men of a given type or what is "self
evident" (Aristotle, p. 27).
Another difference between ancient and modern rhetoric is in the assumption
about the nature of ideas. In Greek antiquity, ideas were believed to exist independently
of thought (Knoblauch, 1985). Rhetoric was supposed to uncover these pre-existing truths
and use them logically to persuade people to take a correct decision or course of action
(Berlin, 1982). Words, in the ancient view, had rather low status; they were merely the
"ceremonial dress for what is known" (Knoblauch, 1985, p. 36).
Nowadays, most approaches to composition do not see ideas as existing
separately from the writer; they are either discovered inductively from the impression of
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the senses, or may be seen as taking form during the process of writing itself, and
therefore are highly influenced by the writer's personality and social and cultural context
(Berlin, 1982). In academic discourse the context is complicated still further by the
expectations of the particular university, the department, the curriculum and the student-
teacher relationship (Jolliffe, 1989).
Ideas, however, are still given second place by many teachers of modern rhetoric,
who, according to some historians, have often concentrated far more on form (Knoblauch
1985, p. 34). This zealous concern for proper organization is much more rigid than was
ever intended by rhetoricians in antiquity. According to Stewart (1987, p. 93), the
relative ease of teaching and grading a single "correct" form has made modern
composition teachers insist that students create "a structure which was never that
inflexible in the hands of the ancients" (ibid.).
In summary, the modern idea of analytical writing as described in the literature
involves the use of a fairly strict form along Aristotelian lines, "rational" argumentation,
facts or empirical evidence as proof, and ideas which come from the writer and which
elaborate an original point of view that is expected to be influenced somewhat by the
writer’s background and socio-cultural context.
But the difficulty of pinning down the literature on a more specific definition
suggests that academics have found no real need for one. A definition, after all, is
considered important only when there is a need to compare one thing to another. Perhaps
the cultural isolation of the West has made it seem as if there really is only one kind of
rational argumentation, and that those who don’t understand what it is must either be
poorly prepared academically (Farrell, 1986; Hays 1987), or suffer from "cultural
deficiencies" (Spack, 1988). It is only relatively recently that authors have begun to
question the university’s insistence on the accepted Western form as being restrictive of
thought (Coe, 1987; Elbow, 1973), or as culturally biased (Bruffee, 1984; Coe, 1987).
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Recently, too, academics and researchers have realized that each discipline,
institution, department and individual faculty member may expect different variations of
the general analytical form required in universities. What qualifies as a problem to be
studied, what forms of proof are acceptable, what language and syntax should be used,
and what counts as a relevant contribution to the field may be quite different in different
contexts, though all these variations fall under the general heading of academic writing
(Faigley & Hansen, 1984; Herrington, 1985; Jolliffe, 1989; MacDonald, 1987; Spack,
1988a).
The variations on analytical writing that one might find in a typical American
university include such forms as a personal essay, (though some authors exclude this
from strictly academic writing) (Spack, 1988b) a response to a test question, a research
paper, a description or a case study, a lab report, an essay in literary criticism
(MacDonald, 1987), and a literature review, the acceptable varieties of which may run
into the thousands (Cooper, 1988 p. 109). These variations on analytical writing are of
course quite different from each other, but since the criteria by which they are defined
and judged are rarely explicitly stated (Freed & Broadhead, 1987; MacDonald, 1987) any
student, even one who has been well-prepared in the Western context may have trouble
understanding what is expected.
Some theorists consider the silence of the university about its discourse
conventions to be one of the most important reasons that students have trouble with
academic writing (Bizzell, 1982). The unspoken institutional norms and "sacred texts" 5
(Freed and Broadhead, 1987) are outside the experience of the uninitiated. Entering
students must "invent the university" themselves (Bartholomae, 1985, p. 273), bluffing
their way to insider status by mimicking a language, a way of knowing, and claims to
An example of a "sacred text" might be a proposal-writing guide in a particular corporate
culture, or dissertation guidelines in the School of Education. "Each organization is a different
culture and each has different rules. And although each will use the English language and write the
English language, the writing (and the attitudes about and behaviors during the writing) may very
well be different" (Freed and Broadhead, 1987, p. 157).
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originality that are foreign to them (Bartholomae, 1985, Kaufer and Giesler, 1989), This
g.ves academic writing its political dimension; outsiders must guess what to say and how
to sound in their writing (with varying degrees of success) while insiders define the
questions, the kinds of proof required and the conclusions that these proofs warrant, thus
keeping control of what counts as knowledge.
But according to Social Constructionists such as Fish (1980), Scholes (1984),
Bruffee (1986), and Coe (1987) in literary criticism, and Rorty (1979) in philosophy,
these institutional norms are not sacred at all, they are merely constructed by the
discourse community at a particular point in time. If knowledge, facts, thought, texts,
and even selves have no reality apart from the communities that generate them, then
outsiders who wish to join these communities do not need to learn "how to write well,"
as if there were an ideal Platonic truth about good writing sitting out there waiting to be
grasped. Instead, they must see their task as either learning the discourse conventions of
the majority, or daring to write in what Rorty calls "abnormal discourse" (1979, p. 11),
writing that ignores the usual criteria for reaching agreement in a given field.
According to Bruffee, such disregard for the discourse conventions of the
majority may sound irrational to "normal discourse" speakers, but is necessary to the
community’s health, for it "sniffs out stale, unproductive knowledge and challenges its
authority -- that is, the authority of the community that knowledge constitutes" (1984, p.
648). Though theorists are calling for new forms of written organization, new methods of
problem definition and modes of proof, and though they maintain either that old forms
are atrophied and inflexible and that they "seriously inhibit perceptions which are not
culture-bound," (Stewart, 1987, p. 97) these same authors still hold carefully to standard
Western academic form in making these statements (occasionally complaining it is the
only way they will be published) (Stewart, 1987). The tyranny of the majority still holds
sway.
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Who has Trouble with Analytical Writing
According to the literature, there is hardly any group that does not have trouble
with analytical writing - broadly defined as an adherence to the form, coherence, critical
reasoning and rational argumentation that arose out of Greek antiquity and is expected in
the American university context today. Those who are said to have difficulties with
analysis, analytical writing, or writing in the Western university context include the
following: Elementary school children (Farrell, 1986; Havelock, 1986; McCann, 1989;
Moffett, 1968), high school students (McCann, 1989), basic writers (Dixon, 1989;
Geller, 1986; Hays, 1987, 1988; Herendeen, 1986; Martinez & Martinez, 1982; Rose,
1983, 1988), college undergraduates in general (Hays, 1987, 1988; Seabury, 1989;
Sweeney, 1987; Tremblay, 1986), and Harvardfreshmen in particular (whether in the
more elitist period of the early 1900s or today) (Jolliffe, 1989), writers from American
minority groups, (Farrell, 1986; Rose, 1983, 1988), second language speakers (Arndt,
1987; Oster, 1985; Raimes, 1985; Reid, 1984; Rubin & Rafoth, 1986; Shih, 1986;
Spack, 1984, 1988a;), women (Belenky, Clinchy, Goldberger and Tarule, 1986), people
from oral cultures and subcultures (even though as individuals, they may have been
literate since primary school) (Goody, 1986; Havelock, 1963, 1986; Ong, 1975, 1982
1985, Sweeney, 1987), people from cultures with non-alphabetic languages (Ong, 1982),
people who speak languages or dialects that lack written vowels or the verb "to be " (such
as Russian, Hindi, Arabic, and Black English) (Havelock, 1963; Ong, 1982), and both
Third World and American graduate students (Dunlap, 1989). In fact, the only group that
does not have trouble with analytical writing in the American university context seems to
be mature (both physically and psychologically) (Dixon, 1989) English speaking
individuals who were trained at home (preferably from early childhood) (Farrell, 1986;
Sweeney, 1987), in school, and at the university in the norms, language and methods of
the academic discourse community.
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Why do Some Non-Western Graduate Stn<w«w niffi^„i»,
with Analytical Writi^? *
Although the literature rarely mentions students at the graduate level, the reasons
for their sometimes contused papers are implied by two major issues running through the
literature I examined: 1) the question of differences and/or deficiencies in students’
thinking processes and 2) the possibility that there are cultural differences in writing
styles. Although both of these ideas are controversial, they probably account for both the
most pernicious and the most probable explanations for the difficulties that some
international students have with analytical writing
Cognitive Development Theories
The first explanation I would like to examine is that students who write
confusing, disorganized, or non-critical papers cannot "think" or "think clearly." This
point is highly debated in the literature on basic writing, ESL writing and composition
research in general, and seems (judging by the heat generated by the argument) to be an
important issue for teachers and researchers. For, as many authors have implied, (Dixon,
1989; Herendeen, 1986; Martinez & Martinez, 1982; Rose, 1988) assumptions about
students mental abilities color the relationship between student and teacher, the teaching
methods that are employed, the standards teachers and institutions set, and the classroom
political climate, all of which affect students’ ability to succeed in the university context.
The debate centers around three possibilities: a) Do some groups of students have
very different cognitive processes than other groups? b) Are some groups or individuals
less cognitively mature than others? or c) Do all groups of students have similar
analytical abilities, the differences one sees in students’ papers simply reflecting other
conditions such as lack of knowledge of academic conventions, or lack of practice, or
psychological resistance to the dominant culture rather than any deeper difference in
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cognitive
.eve, or type? essence, it is a debate over How deep, entrenched students
might be in a non-analytical mode of thinking. 6
Are there Basic Differences
between Groups of People?
.in Cogn itive Prnrpsspg
—
~ Oralitv Question
Classical scholars (Havelock, 1963; Ong, 1982) and anthropologists (Goody,
1986) claim that early Greek literacy changed both the organization of Western society
and the thought processes of its individuals. The act of learning to read an alphabetic
language, they believe, creates cognitive changes that allow people to analyze, to
understand abstractions and to use formal reasoning systems.
Before Greek literacy, these authors contend, people committed cultural
knowledge to memory through proverbs and set phrases, poetry, song and oration, and
by telling and retelling old fables, reenforcing old ideas so as not to lose them.
But when the alphabet was invented, and thought could be written down,
extended analysis became possible for the first time. Writing, says Ong, "frees the mind
for more original, more abstract thought" (1982, p. 24). With writing, thinkers could
dare to be different and move beyond the old set patterns, for they could break their
ideas into pieces, shuffle them around and put them back together in different ways
without fear of losing them from memory. "Keen analysis, or dissection of the world and
of thought itself" (ibid., p. 28) was made possible only when there was a safer, more
reliable place than the mind to store ideas as they were being formed.
Why is it claimed that the ancient Greeks were the only people in human history
to make this great leap in the thinking process? According to Havelock (1963) and Ong
(1982), the early Greeks were the only human society to ever have invented alphabetic
literacy complete with vowels. An alphabet makes a word a representation of sounds,
t
.
‘ Interestingly the debate rarely touches on how stuck students might be in an analytical modethe assumption by almost all parties being that the analytical is more cognitively demanding more
complex, more advanced and more useful for academic and personal success in the modern worldthan other modes of writing or thought.
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rather than of an object or an idea, as in pictographic or ideographic writing (Ong, 1982,
p. 87). The addition of vowels puts all the information the reader needs to know right
there on the page, remote from the "non-textual human lifeworld" (ibid., p. 90) that oral
people and pictograph writers are so intimately concerned with. This invention created a
system that "abstractly analyzed the elusive world of sound into visual equivalents"
(ibid., p. 90). According to Ong, "Havelock believes that this crucial, nearly total
transformation of the word from sound to sight gave ancient Greek culture its intellectual
ascendancy over other ancient cultures" (ibid.). The "idea of the intellectual" was thus
introduced to Western culture (Havelock, 1963, p. 283) along with "the idea you could
think, and that thinking was a very special and psychic activity, very uncomfortable,
but also very exciting ..." (ibid.).
Not only did learning an alphabetic writing system foster abstract thought, it
democratized literacy, making it accessible to everyone. Where huge feats of memory are
required for learning a writing system (such as Chinese) or when vowels must be
inferred from context (such as in ancient Hebrew or Arabic), fewer people will take the
trouble to learn to read or will be intellectually capable of literacy. Without an analytic
writing system that is accessible to everyone, literacy can become a tool of the elite, but
remains isolated from the culture as a whole (Ong, 1982). 7
Even with a democratic, alphabetic writing system, "deeply interiorized" literacy
requires centuries to take hold in a culture. Although the Greek alphabet was created in
about 700 BC, the "restructuring of thought" brought about by writing only became
evident in Plato’s day (427-374 BC), when Plato excluded poets from his ideal republic
for being old-fashioned in their "pristine, aggregative, paratactic, 8 oral-style thinking"
7
However, Gough (1988, p. 46) argues that literacy "may have been almost as widespread in
some parts of traditional China as was alphabetical writing in classical Greece," as is "certainly the
case today," despite the difficult ideographic writing system.
8
e.g., without subordination of ideas. An example of paratactic writing, reflecting ancient oral
discourse in the Western context is found in the Old Testament: "In the beginning God created the
heaven and the earth. And the earth was without form, and void; and darkness was upon the face of
the deep ..." Subordinated writing would have it: In the beginning, when God created heaven and
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(ibid., p. 28). But even 2000 years after Plato’s campaign against oral
to Ong,
poets, according
oral habits of thought and expression
. . . still marked prose styles ofalmost even^ sort in Tudor England ... they were effectively^obliteratedEnglish for the most part only with the Romantic Movement two
centuries later. u
(ibid., p. 24)
So in Ong and Havelock’s way of thinking, analytical skills are not easily
acquired by groups of people in their long historical evolution from orality to literacy. A
culture like China, for example, cannot interiorize the kind of analytic ability that
Western universities have inherited from Plato and Aristotle simply by having its elite
learn English. Despite its brilliant intellectual tradition, China, in this view, remains an
oral society, its reliance on proverbs, on memorization, on repetition of ancient wisdom
being evidence that the Chinese cannot think analytically as Westerners do.
Another prerequisite for analytical thinking, according to Ong and Havelock is
that the verb "to be" should be present in the language of the thinker. Havelock explains
that "the "is" statement
. . . constitutes the great Platonic invention," for it lets speakers
imagine abstractions of existence and status, formulate definitions, and inquire into the
nature of objects and ideas (Pre/Text, 1986 p. 138). Speakers of languages without this
crucial verb, such as Russian, Arabic, Hindi, and dialects such as Black English cannot
say, or even think of an abstraction like, "the cat is black," (e.g. "there is a category of
cats that is black") but only think in terms of events and actions in the real world such
as: "There’s a cat running - black," a statement that fails to "define the quality of
blackness attached to the cat" (ibid., p. 139).
This view, that analytical ability is possible only when a culture has been literate
for millennia in an alphabetic language, excludes the majority of the world’s peoples
from the possibility of writing analytically, even in their mother tongue: all of the Orient,
earth, the earth was dark, without form, and void. Furthermore, darkness was on the face of the
deep . . .
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the Indian subcontinent, the Soviet Union, the Middle East, most of Africa, in fact,
everyone coming from countries that were not originally touched by the Aristotelian
tradition. Now, if this theory were true, it might well explain the difficulties that
international graduate students from non-Western countries sometimes have with
analytical writing and would underscore how difficult it would be to teach such students
to think and write differently. Although the authors claim the difference is cultural
(rather than genetic), and that learning a standard form of an alphabetic language aids
analytic ability, learning to think analytically, in this view, is a long, slow process.
The difficulties with this theory, aside from its blatant Western-is-superior bias,
are many. First, its authors, like other authors writing about "analysis" fail to define the
term, using imprecise descriptive phrases like "carefully articulated thought" (Ong, 1982,
p. 34), "keen analysis or dissection of the world" (ibid., p. 28), "the literate mind
thmk(ing) as it does" (Ong, 1985, p. 2), "conceptual thought" or "conceptualism"
(Havelock, 1986, p. 124) "the grasp of concepts of space and time, of spatial and
temporal relations" (ibid., p. 131) and "the skill measured by IQ tests" (Farrell, 1982, p.
172).
Not only is it hard to understand just what kind of thought differentiates people
from Western and non-Western cultures, it is also difficult to know just what degree of
analytical ability counts. Although according to Ong, all peoples abstract to some degree
in their daily lives, oral peoples apparently do not abstract enough. How much is
enough is hard to say
.
If literacy really had preceded the ability to analyze in the
history of human thought, one wonders how alphabetic writing could have been invented
at all. Without the ability to analyze, how could people have thought up the idea of
breaking down words into sound symbols? For that matter, how could the proverbs so
basic to orality have been thought of without some ability to abstract or conceptualize?
Sorrow is better than laughter, because when the face is sad, the heart grows wiser, "
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quotes Ong from Ecclesiastes (Ong, 1982, p. 35) and in the next bread, illustrates that
making such a generalization is impossible for the very culture that invented it:
In an oral culture, to think through something in non-formulaic nnn-patterned non-mnemomc terms, even if it were possible, would be awaste of hme, for such thought, once worked through, could never berecovered with any effectiveness, as it could be with the aid of writing It
Complex
56 ab,dmg knowledge
’
but simP*y a Posing thought, however
(ibid.)
Ong’s theory also rests on the assumption that people read by analyzing words,
by breaking them up phonemically and recombining the parts to sound out new words.
However, current research in reading theory argues that this is not the case. Frank Smith
(1976) for example, claims that the brain learns words by recognizing their shapes, and
convincingly demonstrates that able readers could not read as fast as they do if they
focused on the letters or phonemic units of each word. If Smith’s theory is correct, then
sight reading of alphabetic languages must use the same mental abilities as the
recognition of pictographs, and would not get its users any closer to the ability to
analyze.
Finally, Ong’s credibility is diminished by his confident use of such terms as
"Greek thought processes" (1975, p. 14), as if a culture’s way of thinking were firmly
based in biology, though he offers no proof (or even any discussion) that this is so. He
further widens the gulf between oral and literate thinking by using biological jargon that
hints at a superior evolutionary status of literate thought: "It is at least likely that in some
way a child in technological society today passes though a stage something like that of
the old oral culture. Ontogeny recapitulates phylogeny9 " (Ong, 1975, p. 21).
In judging Ong’s and Havelock’s orality theory it is perhaps necessary to
differentiate between its strong and weak versions. Ong, Havelock and Farrell argue for
the most extreme case, presented above. However, a weaker version of the theory is
9
. e.g., the embryonic development of the individual recapitulates the development of the
species in its evolutionary history.
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preferred by Sweeney (a bi-culttiral, bilingual British Malay) in his study of orality and
literacy ,n the Malay world (1987). Although he, too, states that oral peoples think
differently than people from literate traditions (something he attests to from personal
experience and the experience of his immediate family), and that there is a "tendency of
the illiterate, and indeed of the residually oral, to think in formulas
..
" (ibid p 97)
he maintains that "we are not dealing with a simple dichotomy of ora, and literate, but
with a whole range of tendencies" (ibid., p. 144)
orie
^r to hsay
a
" its
as*
(ibid., p. 308)
Disregarding the loaded words "progress" and "highest" for the moment here,
(words that detract from die credibility lent by die author's bi-cultural heritage) we could
say that this "weak" version of the theory at least does away with the idea that literate
structures of thought take two thousand years to become fully interiorized.
Are Some Groups or Individuals Less Copnit ively Mature than Others?
This discussion, found in the literature of basic writing, psychology,
anthropology, English as a second language, and composition research postulates that
cognitive ability develops over time, and that students who write ineffectively in the
university context have not yet reached the highest levels of cognitive maturity of which
they may be capable.
Three indices of maturity appear in the literature, 1) abstraction ability, e.g., the
progression from concrete to abstract thinking, 2) social knowledge, or the ability to
gauge how the audience will understand and react to prose and 3) relativism, the ability
to see from various points of view.
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Abstraction Ability
The development of cognitive capacity for abstract, formalized thought has been
described by Piaget, whose theory is "the modem West’s most wide-ranging and
significant account of the way children think” (Rose, 1988, p. 281). According to Piaget,
children between ages six and eleven years old can use logic to solve everyday problems
and are able to view them from various perspectives, but they cannot yet reason very
abstractly, carry though long chains of deduction or understand what evidence is required
to reach a conclusion.
At about age eleven or twelve children enter the stage of formal operations, at
which time, according to Piaget, their thought processes undergo a change, making it
possible for them to create hypotheses and deduce conclusions, think abstractly and act in
a scientific manner. Piaget saw these stages as being biological and universal; children all
over the world pass through them at about the same time.
Piaget’s theory is sometimes applied to adults, and claims are made that, for
example, students who write personal narrative rather than "thesis-oriented writing" are
stuck in a lower Piagetian stage of intellectual development, unable to take "objective,
observable information and make abstract generalizations about it" (Tremblay, 1986, p.
342). It is unclear, however, what Piaget himself thought about the possibility that
normal individuals might not mature according to the biological plan. Rose (1983) claims
that Piaget said that even though some adults, long out of school, may score lower in
experimental situations than schoolchildren
... it is highly likely that [young adults] will know how to reason in a
hypothetical manner in their specialty, that is to say, dissociating the
variables involved, relating terms in a combinatorial manner and reasoning
with propositions involving negations and reciprocities. They would,
therefore, be capable of thinking formally in their particular field.
.
’.
(Piaget, 1972 as quoted in Rose, 1983, p. 127)
However, Hays (1987) counter-claims that Piaget did indeed think that adults
could be locked into the lower stage of concrete operational thinking. Hays paraphrases
Piaget from the same article (above), saying
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cognitive development*^S“dHh^ ^lier ideas about
operations developed later than he had *,?
ln *>nlcers formal
there was wide a* (that)
such development
variation in the nature and rate of
(Hays, 1987, p. 12)
However, since Piaget did not actually study adults, it is not clear why his
speculations one way or the other on the matter should be taken as definitive answers to
the question of whether or no. adults can be locked into intellectual stages more typical
of children.
Vygotsky (1978) also postulates developmental stages of abstraction ability that
begin in the concrete and evolve toward the more abstract. Unlike Piaget, Vygotsky
stresses the importance of culture in the development of abstraction ability. While in his
view, die "elementary processes" are biological, the "higher psychological functions" are
sociocultural in origin (1978, p. 46). Since culture, especially tools and language (ibid.)
and "the material conditions of the era" (ibid., p. 129) affect the development of thinking
processes, an individual may not reach the highest level of abstraction ability in
adulthood. With this hypothesis in mind, Vygotsky tested the abstraction ability of
illiterate Russian peasants in the 1930s and concluded, like Ong, that illiterate adults do
not think abstractly or analytically.
However, these tests are, in my opinion, inconclusive. It is true that when
Vygotsky asked peasants to classify objects, they invariably came up with concrete
categories related to their everyday experience instead of the more abstract categories that
interest the scientist. A hammer, saw, log and hatchet go together, according to the
peasants, because they are all used to build a house. They do not classify three as tools
and one as not a tool, as a person thinking of abstract categories would, but this may
well indicate preference, or habit, or unfamiliarity with the game the experimenter was
playing rather than a lack of ability to think in abstractions. Surely someone who can
categorize objects into the set of things that are necessary to build a house can categorize
in an abstract way.
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Evidence that such tests may fool the experimenter rather than the subjects is
provided by anthropologist Joseph Click (quoted by Rose, 1988, p. 291) who tried
stmtlar tests on (unnamed) indigenous people and elicited similar concrete, functional
responses such as "the knife goes with the orange because it cuts it." However, relates
Click, with every response, the people being tested said that they were categorizing the
objects the way a wise man would do it. When the experimenter finally became annoyed
and asked, "Well, how would a fool do it, then?" the subjects grouped all the articles in
neat piles of foods, tools, etc., the very abstract categories that were thought to be
beyond them (ibid.).
Despite the paucity of evidence that adults can be stuck at cognitive levels of
abstraction ability typical of normal pre-adolescents, many authors assume that such a
maturations deficiency explains the problems students have with writing in an
"analytical" style. As we have seen in the previous section, authors Ong, Sweeney,
Havelock and Farrell would agree with Vygotsky that illiterates or people with an oral
orientation do not perform at Piaget’s formal operations stage. In addition, some teachers
of basic writing (Bean, 1986; Geller, 1986; Tremblay, 1986), freshman composition
(Seabury, 1989; McCann, 1989) and English as a second language (Reid, 1984) prescribe
teaching methods based on this assumption: that the ability to argue persuasively along
Aristotelian lines develops with psychological maturity and the influence of culture, and
that students may have to be explicitly taught to abstract, or to move up and down the
abstraction ladder" (Seabury, 1989) between the concrete and the abstract in order to
use both modes effectively or to "formulate concepts and to express logical, hierarchical
relationships" (Geller, 1986, p. 340). Underlying these assumptions is the belief that
studying Western models of composition helps students "grow intellectually" and improve
their analytical skill (Reid, 1984).
Are some non-Westem graduate students stuck at cognitive levels that are
characteristic of Western middle-class children? The evidence seems scanty at best.
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Social Knowledge
The second index of cognitive maturity that appears in the literature is a
measurement of "social know,edge." According to Rubin and Rafoth (.986) a writer,
knowledge of the beliefs and values of their audience develops throughout the college
years. "Socal knowledge (is) central to all levels of composing activity, from word
choice ,o clause structure to appeals to emotion and references to mythological
characters” and is used to "craft appeals and anticipate counter-arguments" (ibid., p. 10).
Interestingly, the authors claim that writing for an academic audience is an exception, for
"there is generally no tangible audience entity that the writer is trying to perceive or
second-guess" (ibid.). However, as any student knows, writing for a university professor,
or even a generalized academic audience requires considerable knowledge of conventions,
of vocabulary, of appeals to emotion and reason, and a lively sense of the anticipated
counter-arguments in order for a paper to succeed.
Social knowledge poses a particular burden for the international student,
(Osterloh, 1980) for it requires an "insider" understanding of the culture that new
graduate students may have only read about in their home countries. Kaplan (1982, p.
141) touches on this when he says that knowledge of audience "may be the most difficult
to achieve because it is based on complex sociolinguistic relationships and cultural
presuppositions." So whether or not social knowledge develops in a predictable
biological fashion seems to be less important than the fact that it is difficult for
international students to acquire under any circumstances.
Relativism
The third index of cognitive maturity is the development of effective argument.
According to William Perry, who developed a scheme to rate Harvard undergraduates in
the 1950s, students entering college typically see the world in terms of "good authority"
which is truthful and "bad authority," which is ignorant, wrong, or misinformed. This
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dualist position gradually changes as the student acknowledges a multiplicity of
Viewpoints, and comes to realize that one belief is as good as another, and that there are
no absolute answers; however, in this stage, the student’s own truth becomes the be-all-
and-end-al! authority through which all judgments are made. Finally, the student goes
through a qualitative change in the perception of reality. Suddenly, all the experiences,
data, and hypotheses the student has generated in the previous stage seem to make sense,
and the student sees that "the big picture" depends on one’s frame of reference. Unlike
students in previous positions in the scheme, these students typically reason logically, use
evidence to support their point of view and are able to distinguish subtle difference in the
evidence they present or judge. They no longer flail at authorities, or idolize them, or
continually fall back on their own point of view as the only one that is valid.
In an attempt to apply the Perry Scheme to student writing, Hays (1988), studied
senior high school and college freshmen compositions and found that "Perry Scheme
performance was the strongest predictor of overall writing quality" (ibid., p. 53). Those
who wrote "effective" argumentative papers, (as judged by the two researchers and a
graduate student), were found to rate higher on the Perry Scheme than those who wrote
poor papers. Hays is careful to point out that the study does not exclude "contributions to
writing performance made by context, culture, academic socialization, or socio-economic
status
. .
.
(ibid., p. 56) but does suggest that "socio-cognitive structures cannot be
ignored as contributors to students’ writing performance" (ibid.).
This idea is interesting, for everyone knows fellow graduate students and even
professors who could be conveniently positioned on the Perry Scheme. People do argue
in these ways, at least in the college context. Two points are questionable, however. One
is the assumption that some kind of "structures" are involved; that arguing or even
tending to think in certain ways necessarily means that biology is behind it all. This
assumption, totally unproved or unexamined (as was the case with hypothetical structures
or processes in Piaget’s hierarchy and Ong’s orality theory) makes for rigid teaching and
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smug teachers and researchers (who seem to invariably put themselves near the top of
whatever ladder is proposed to rate cognitive development).
The second point in question has to do with the way Hays' research was
conducted. Compositions were rated as effective or ineffective in four areas:
"quantity
and quality of ideas, organization and focus, clarity and effectiveness for readers, and
correctness and felicity of syntax and usage" (Hays, 1987, p. 44). Such judgment of
quality seems to me to be somewhat circular; writing is effective if it is "effective for
readers" and "quality of ideas" is surely part of the judgment that positions a paper on
the Perry Scheme. Thus, papers are judged good if they rate high on the Perry scheme
while papers which rate high on the Perry scheme are judged good, reasoning that does
not inspire confidence in the researcher’s other conclusions.
Nevertheless, the idea of students moving, as they develop and mature, toward
consideration of more viewpoints is a compelling one. "Older and wiser" is a common
belief in most cultures (though some would argue that the American cult of youth is an
exception), and people are accorded positions of judgment, such as tribal chief or court
judge, only at an age when they have become wise. So perhaps there are important
changes, at least in outlook, that occur after life has been lived for a certain time, and
that these changes cannot be expected of the young. Is "wisdom" what is measured by
the Perry scheme? And is wisdom connected in some way with Aristotelian logic and
presentation of convincing evidence? These suggestions are more doubtful.
Or, are there No Differences in Cognitive Maturity between
Groups or Individuals?
In the literature I have examined, this argument is presented most often by
teachers and researchers of basic writing (Arndt, 1987; Rose, 1988; Martinez and
Martinez, 1982; Dixon, 1989) and by the occasional ESL researcher (Zamel, 1984).
Important contributions to this point of view also come from psychology (Scribner &
Cole, 1981) and anthropology (Whorf, 1956).
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Rose points out that many of the frameworks that attempt to prove that
"unsuccessful writers think in fundamentally different ways from successful writers"
(1988, p. 267) have been overgeneralized from inconclusive studies on quite different
populations.
Right vs. left brained, dependent vs. independent, oral vs. literate; all these
originally complex, subtle and controversial theories, according to Rose, have been
reduced to simplistic dichotomies by theorists and teachers of composition to explain and
perhaps rationalize the diff,cullies they have teaching students how to write analytically.
Rose does not question the value of most of these theories in their original form, bu, asks
that their interpretation "honor complexity" and "foster investigation of interaction
rather than investigation of absence: abstraction is absent, consciousness of print is
absent, logic is absent ..." (1988, p. 297).
Other authors support the position that there are no important biological or
maturational differences between individuals or groups by setting up studies that test
assumptions about differences in cognitive processes. In an early example of such a
study, Whorf (1956) analyzed early Native American languages and concluded that while
the structure of the language influences how people perceive and understand their
environment, "the human mind, reflected in language, shows no examples of primitive
functioning."
American Indian and African languages abound in finely wrought
beautifully logical discriminations about causation, action, result, dynamic
or energic quality, directness of experience, all matters of the function of
thinking, indeed the quintessence of the rational.
(Whorf, 1956, p. ix)
Scribner and Cole (1981), in a more empirical study, tested claims by Ong,
Havelock, Vygotsky and others that literacy changes the thought processes of individuals.
Their lengthy and meticulous study of the Vai people of Liberia, was carried out between
1973 and 1980 by a team of cognitive psychologists, psycholinguists, anthropologists,
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ethnographers, data analysts and Vai scholars in an attempt ,o separate the effects of
literacy from the effects of schooling.
The Vai script, invented in the mid-1800s by a Vai merchant inspired by a
dream, is used today by a small number of men (never women) for community purposes-
conducting business, sending letters, keeping family histories and maintaining reiigious
records. I. is taught informally, friend to friend, never in school, and never in connection
Wtth the transmission of traditional skills and knowledge. Thus, testing men who are
literate only in Vai against men who are completely illiterate would control for whatever
variables that schooling might bring to complicate the picture. In addition, the presence
of English and Koranic (Arabic) education in the Vai community provided the
researchers with interesting combinations of multiple literacies for complex comparisons.
One of the important hypotheses tested by this study was this: would the kinds of
cognitive changes associated with Western-style school be observed in unschooled Vai
literates? Psychological theory had previously differentiated between developmental
changes in mental processes and those changes produced by learning. For example,
according to the authors, abstract thought is supposed to be a consequence of mental
development, while reading skills are acquired by practice. According to this theory,
then, illiterates are developmental^ stuck at a lower level than those whose cognitive
growth had been amplified and empowered by literacy. No matter how much they know
about their traditional way of life, no matter how much they exercised their minds with
musical composition, story telling, the botanical knowledge of traditional healing or with
other activities indigenous to their culture, without literacy they would never rise above
the cognitive level of Western children.
To test this theory, Vai project personnel devised tests for abstract thinking,
taxonomic categorization, memory, logical reasoning, and reflective knowledge about
language, all tests associated with "higher order" reasoning. To make the tests culturally
acceptable, Vai culture was tapped for material; the classifying task, for example, used
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Vai foods, fann implements and cooking utensils as categories that would be familiar to
participants.
The results of these tests were that literacy by itself does not produce higher
order cognitive changes. It seems to be Western style schooling that fosters analytical
thinking, for neither Koranic schooled literates nor Vai literates scored as well as subjects
who had gone to English schools.
In my opinion, this study is crucial evidence for looking to cultural differences in
styles and behavior as being the reasons behind the students’ difficulties with analytical
writing. Western schooling is, I think, a culture of its own. The ways students learn to
answer questions, structure their assignments, take tests, organize their homework,
moderate their language depending on whether they are talking to teachers or fellow
students, eat their lunch, learn methods of classification and proof in math and science,
come to class on time and think of appropriate excuses if they don’t, all foster habits of
thought and action the way any culture does. In my view, Western schooling does not
cause thinking processes to mature, or analytical ability to be bom; rather, it changes and
fosters certain cultural modes of expression, which are superimposed upon other modes
fostered by the student’s larger cultural context.
A similar observation is made by Osterloh (1980), whose experience with
language teaching to Third World students, especially those from rural Turkish
backgrounds, leads him to emphasize cultural differences in the way a text is viewed
( solemn, holy and incontestable ) (p. 65), and opinion is expressed (collective opinion
superceding individual opinion). Language, according to Osterloh, is intimately involved
with particular social experiences which must be explicitly taught. However, he is not of
the opinion that the cultural value of Western languages (he was teaching German) was
higher than those of students from "preindustrialized " countries, and stressed that
. . .(I)t is not a language teacher’s job to go about like a missionary and
praise our language practice as if it were a unique achievement. On the
other hand, it is indispensable that we familiarize our student with specific
rules of interaction in the foreign language if we expect him to be capable
of mastering the communicative aspect of language, (ibid., p. 69)
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add
Though Osterloh overgeneralizes from his experience with a rural, Moslem
student body to any student from a "deve,oping culture" (p. 66), his observations
wetgh, to the tdea that it is culture, rather than differences in
"cognitive maturity" or
cognitive processes" that may account for the degree and type of differences in writing
‘ 1CU 't,eS am°ng ,mernati0na
' StUdents wh“ arrive at an American university.
Cultural Differences in Writing StyW
The second point I wouid hire to address is whether or not there are writing
styles representative of a culture or language aside from, or perhaps growing 0u, of the
more diffuse influences that culture has on individuals.
The literature suggests that this could be the case, though the evidence is
controversial and difficult to prove one way or another (Mohan, 1986). Robert Kaplan,
director of the communications program at the University of Southern California,
analyzed six hundred foreign student compositions in English representing second
language writers from three major linguistic groups, and found definite structural
differences from the expected Platonic-Aristotelian sequence (1966). Arabic paragraph
development was found to be based on a complex series of parallel constructions,
Chinese and Korean writing was found to be circular, developing points "in terms of
what they are not, rather then in terms of what they are" (ibid. p. 7), while compositions
in Romance languages were found to be marked by digressions, for in these languages
there is much greater freedom to
. . . introduce extraneous material
. . . than in
English" (ibid., p. 10). The English paragraph, in contrast, is developed either
deductively, starting with a topic statement and then giving illustrative examples, or
inductively, starting with the examples and proceeding to the main point. It can be
represented graphically by a straight arrow, rather than the circle, wavy line or parallel
lines that characterize other cultural types of paragraph organization.
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Kaplan (1972) believes to the English paragraphs written by non-native speakers
orientation ^tophenomito
(p. 1, emphasis Kaplan’s)
Kaplan's idea is to culturally specific styles of organization of to paragraph (or
larger discourse unit, as we don’t naturally think in paragraphs) is "a natural and
necessary correlate of the Whorf-Sapir hypothesis" (ibid.) which suggests to to picture
a person has of the universe depends on the vocabulary and linguistic relationships
available in that person’s language (Whorf, 1956).
Although the strong version of Wharfs hypothesis is no longer acceptable,
(Kachru, 1988; Houghton and Hoey, 1982) "it is undeniable that language reflects
sociocultural realities in very specific ways" (Kachru, 1982, p. 156). For example, the
Japanese have "elaborate differentiation in styles for considerations of politeness and
formality" (ibid., p. 157), which not only influence the way a person views the world but
may also affect how a writer will structure a paragraph, depending on the perceived
audience, the status and gender of the writer, and so on.
Researcher Alan Purves (1986) extended Kaplan’s original study by looking at
"good" compositions written in the language of instruction (in some cases the students’
first language, in others, such as in Cote d’Ivoire, a second or third language) of
secondary students from fifteen countries. The compositions were translated and then
analyzed, revealing — "a striking difference between countries and a striking similarity
within countries" (ibid., p. 40) even between countries (such as Australia, England and
the United States) from the Western rhetorical tradition.
To add depth to previous research, Liebman (1988) undertook an ethnographic
study of her ESL class on the assumption that studying what writers do and say about
their writing in the natural setting would expand Kaplan’s original perceptions about
cultural differences. Students were assigned a paper about their own writing processes,
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and asked if they agreed or disagreed with Kaplan's theory. Those who agreed did
indeed add some interesting insights: an Arabic student explained the paraiiel construction
of hts language with the information that it mirrored the language of the Koran, and said
that he had been taught that i, was important to maintain this style regardless of the
language one wrote in so that the religion would not be forgotten. The oral style of the
Koran: the repetitions, the didactic tone, the parallelism, are seen as the only proper
form in Arabic, Oust as the Aristotelian style is seen as the only reasonable style in the
Western university context), for the Koran "is not jus. one form of human speech among
others, but a vehicle to reach God" (ibid., p. 11).
Since Kaplan introduced the idea of culturally specific paragraph structures in the
early 1960s, a great number of other contrastive studies have been undertaken, many by
second language speakers of English, to investigate the connection of various languages
to patterns that might make their appearance when thought is put into written form. For
example, a literature review of contrastive studies done on written discourse in Korean
and English indicates over eighty articles, most written in the early 1980s, on subjects
ranging from women’s speech to a comparison of proverbs (Chang, 1982).
Other researchers who have found differences in writing styles have focused on
such aspects as business letter writing (Jenkins and Hinds, 1987) in Japanese, French and
English, and on analysis of the first language in order to understand composition
structure in the second (Thompson-Panos and Thomas-Ruzic, 1983, Koch, 1984). Studies
contrasting written styles in English and American Indian languages (Leap, 1982) and
Hindi (Kachru, 1982) have pointed out some differences in organizational patterns which
originated in the oral narrative styles and made their way into written discourse.
Other organizational styles come from literary traditions or modern popular
trends. According to Hinds (1982) one Japanese writing style comes from ancient Noh
drama and another comes from classical Chinese poetry, while a modern style called
"fish fried in batter" is typical of the Japanese newspaper article. In this popular style,
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the topic of.be articie is difficult to understand front the ,ead sentence; like tentpura the
art.de must first be dissected to find out what is inside, and the topic may no, be
discovered until three-fourths of the way through the article.
Objections to theories of contrastive rhetoric are raised by some of Liebman's
students who claimed that Kaplan ignores the different putposes of writing and does no,
examine, for example, the difference between a Chinese poem (which might be veiy
indirect) and a newspaper article (which might be very straightforward).'" Odter students
pointed out drat Kaplan had studied the writings of students rather than professionals,
which would have been "more appropriate
. . . to judge a language" (ibid., p. 12).
One of those professionals, Gao Jie, a professor of English in the People’s
Republic of China, maintains that both writing courses and national examinations in
Chinese stress the use of logic, clarity of ideas, and analysis similar to if not exactly
identical with American expectations (Gao Jie & Lederman, 1988). He provides students'
writing samples (in English) as evidence, as well as the examiner’s comments:
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which is devoted to "reflect the situation"
and describes the basic fact of the pollution of the environment. The
second part includes the second paragraph, in which the writer gives the
reasons for the necessity of the control of the pollution. (In) the third part
. . . the writer appeals for a prompt solution of the problem and suggests
some measures for the control of the pollution. The fourth part
. . looks
into the future
. . . Sound logical connections exist between different parts
(ibid.. Appendix A).
Another Chinese researcher, Mo, examined many English reading passages given
in TOEFL, the GRE and the Joint College Entrance Examinations given in Taiwan, and
concluded that English paragraph structure was sometimes strikingly similar to a
. However, a New York Times article of May 24, 1989, at the beginning of the student
demonstrations in Beijing, reported that the People’s Daily had just published a front-page article
about a Hungarian leader objecting to the use of army troops to solve domestic problems. The New
York Times states: "A journalist at the newspaper confirmed that the placement of the article was
intended as a criticism of Prime Minister Li and his policies. He recalled the glee in the newsroom
when the Hungarian leader’s comment was found, and it was realized that it could be printed on the
front page. Such calculated indirection, in this society, would be understood by everyone.
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paragraph type that had been thought to have been unique to
of paragraph organization in Chinese" (Tsao, 1982, p. 110)
the most famed principle
Another Chinese, examining classical texts and modern works on Chinese
composition found "much evidence that undermines the claim that the Chinese paragraph
is indirect.” Quoting The Analects of Confucius and Muncius
, traditional texts that are
studied by many Chinese students, Lo showed examples of deductive and inductive
paragraph development that could be models of Aristotelian style (Mohan & Lo, 1985, p
519)
. Lo also found that modem texts on correct composition practices explicitly
condemn the indirect style - "Sometimes when people write compositions, they like to
wander about the topic for a long time without talking directly about it
. . . Essays
written in this way have serious problems in organization as well as style" (ibid., p.
520)
.
As an explanation for the inconsistency between this and Kaplan’s hypothesis, Lo
suggests that Kaplan’s research methods were inadequate. If he were to "reverse cultural
roles and imagine a Chinese researcher analyzing the expository essays of English-
speaking students writing in Mandarin," says Lo, and then "made claims based on these
essays about the pattern of English expository prose, we would be unlikely to accept
them" (ibid., p. 521). If these Chinese students do fail to organize correctly in English,
the researchers conclude, it is because of difficulties writing in a second language and the
years spent in composition classes that stressed the importance of grammar rules in order
to meet the requirements of the Hong Kong Certificate of Education composition
examination.
Gregg (1986), an American teacher of Chinese ESL students, and Matalane
(1985), an American writing teacher in China, believe the enigma can be solved by
giving more credit to the influence of cultural values on writing style. Though American
and Chinese style manuals may give similar advice and students may be expected to write
in the same way for high school examinations, when a more critical posture is expected
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Of them (such as American universities or under American professors in their own
country) culturai values become more important. The American's
"respect for individual
autonomy, inventiveness, forthrightness and action and regard for the individual
personality’ 1 (Gregg, 1986, p. 355) contrasted
the past, the subordination of the individual’s
with the Chinese respect for traditions
expressive needs to the welfare of the
of
community and the importance of memorization as a means of both learning and
expression create different writing styles in the two cultures. Perhaps Confiicius wrote in
a direct and original way because he was the authority, whereas Chinese students today
are expected to quote authorities and exhibit modesty about their own ideas.
I would tend to agree with those who stress that the effect of the cultural context
on writing is more important than the admonitions of style manuals (although these,
admittedly, are part of culture). Cultural styles of expressing one's self, interacting with
others, seeing and experiencing the world, and thinking of what to say and how to say it
are ingrained early. Research in how children learn language indicates that children as
young as age two are learning how to think and reason in the ways of their culture while
they are learning to speak. For example, in the Solomon Islands, preschoolers learn
through non-formal educational dialogues called "shaping-the-mind," which involves "the
intensive teaching of language, proper behavior, forms of reasoning and cultural
knowledge in special sessions characterized by a serious tone, a formal register of speech
and tightly argued discussion" (Watson-Gegeo, 1988, p. 581).
In Chippewa society, as well, preschool children learn how society expects them
to think and reason (Scollon & Scollon, as reported by Jacobs, 1984). When researchers
contrasted their own two-year old with a two-year old Chippewean, they noted that while
their child was learning to take on different roles in her play, thus developing the
decontextualizing skill that characterizes a literate culture, the Chippewean child was
learning to do the opposite, to expect that roles are unchanging, and to become adept at
referring to important cultural themes in symbolic ways. For example, when the
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Scollon’s asked the Chippewean child, "Did your daddy buy you that music box?" the
child answered, "He went for moose." The Scollons comment:
SKPV°‘ * woufdVave
iS ***“ i*
"™S
metaphorical language to convey abstract values was a skill alreadyacquired by the two-year-old.
“i a
(Jacobs, 1984, p. 522).
These examples illustrate a crucial point: that abstraction ability (even agility) is
present in very young children, even children in an oral culture, and that culturally
influenced attitudes, perceptions and modes of expression are learned extremely early in
a person’s life.
As children grow, these culturally approved and expected ways of coping with the
world become such a part of their personality and way of thinking that they are
completely automatic. When children learn to write, their compositions reflect these
cultural experiences. A study of American and Mainland Chinese children’s stories
(Domino, 1985) revealed differences that could be traced to child-rearing patterns,
cultural views of causation, the socio-political climate, the dominant philosophy (whether
of consumerism and individuality or of group consensus and obedience to authority) and
the dominant psychological influences of the culture (guilt and sadness among the
American; open expression of anger among the Chinese).
In addition to these cultural influences on personality that reveal themselves in
written expression, the particular forms that expression takes are also highly influenced
by culture. These forms include
knowledge of whole structures of discourse such as story forms,
paragraph types, organizational strategies and types of language’that are
used in particular kinds of discourse. These become so embedded in the
writer’s mind that they are brought forward without any conscious
planning.
(Purves & Purves, 1986, p. 177-78)
Not only are children learning to internalize these elements of composition, they
are also learning to expect certain culturally approved forms to appear tin the texts they
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read. According to "schema theory" (a term borrowed frnm „y K o o cognitive psychology)
"all
knowledge is packaged into units
.
.
.
(and) embedded in 1K ' o a in these packets of knowledge, in
addition to knowledge itself, is information about how this knowledge is to be used"
'
(Johns, 1986, p. 17, quoting Rumehart, 1984). In this mechanical model for visualizing
how the brain might work, these schemata are seen as "slots" where information from
the text is deposited as a person reads. If the pattern of organization of the text is
different from that which is expected by a person of a particular culture, the result is
confusion and allegations of "incoherence."
Schema theory might be viewed as a lock and key model of the brain; in order
for a text to be understood, the "slots" in the brain must match the keys - or expected
features of essay organization - that arrive as information from the text. Research
(Carrell, 1984, 1985) has found that second language speakers do not "possess the
appropriate formal schemata against which to process
. . . various (Western-style)
rhetorical structures" (Carrell, 1984, p. 465).
Regardless of the continual and distressing reference to hypothetical "structures"
that again are claimed to be lacking in outsiders, Carrell’s research reinforces the
common sense idea that cultures teach members certain models of expression and to
become loyal to them. All this undoubtedly makes it difficult for a student from one
culture to learn the model of another, or even to recognize that another model is
appropriate.
A final example that illustrates the complex influences that a culture has on
written expression is that of a Chinese who was educated in two cultures simultaneously,
cultures that were in direct opposition to each other in values, thinking styles and modes
of expression. Min-zhan Lu (1987) grew up in Mainland China at the time of the
Cultural Revolution and imbibed its values at school while learning the Western
humanistic tradition -- in English -- at home from her Chinese intellectual parents.
Because her parents and teachers insisted that the knowledge she was learning in the two
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wor,ds be kept separate (as each world was, for its advocates, the on,y correct one) she
nevertheless began to judge each culture by the values of the other, and finally became
so frustrated and confused that she had to struggle every time she tried to read, write or
think in either discourse.
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This last report in particular has made me wonder if we teachers of Western
tradition in American graduate schools frustrate our international students by not
recognizing that other voices are competing with ours in our students’ heads. Perhaps, at
times, we silence our students by believing - consciously or unconsciously - in the
natural superiority of our own traditions. Perhaps we confiise our students by our belief
that analysis" is something simple and self-evident instead of a particular world view
which for some, may be a totally different way of thinking and understanding and
investigating and organizing and acting.
In order to see to what extent we might be doing this, let us listen to the voices
of the faculty in the next chapter. Though they represent only a small sample, their views
will help us understand how American professors understand the term "analytical
writing" and how they may interpret their international students’ difficulties with it.
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CHAPTER 3
FACULTY VIEWS OF STUDENTS' DIFFICULTIES
WITH ANALYTICAL WRITING
In order to understand what students are up against when they attempt to write
"analytical" papers for various professors, both at the Center for International Education
and in other departments where such papers might be called for, I talked to seven faculty
members about their views of analytical writing. Through our discussions I tried to get
them to answer the same three questions I asked the literature: 1) What is your definition
of analytical writing?" 2) Who has difficulty doing it? and 3) Why in your opinion do
they have this difficulty?
I was looking for professors’ own personal definitions of analytical writing, even
though I suspected that they would not be able to define the term easily and that their
explanations and examples would show that their ideas of it would vary. But since these
professors would ultimately judge which of their students wrote "good” or "poor-
analytical papers it would be important to understand what their own unexamined,
internal criteria were.
Likewise, I was looking for a general idea of who has these difficulties in the
opinion of the seven professors interviewed, and again, a very general idea of the kinds
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esS)rs d?en w°uld begin to describe problems, typically mentioning somethin*do with analysis." Here is one such exchange: 1
So
to
A:
. . there seems to be a real reluctance from a lot of students to take (the
literature) and sort of look at it, uh, you might say analytically, looking at it
in that direction and then pulling it together and coming out with something
Q: OK, what do you mean
. . . analytically
. . .?
A: Well, it’s analytical but not in the sense of figuring numbers or anything like
that. It s analytical in the sense of saying "Well, here is what people say in
this," and then analyzing that: "Here are some of the interpretations that
come out, here are some of the directions that people seem to be moving in,
here are some of the conclusions that we can come up with looking at this
and then given that, "here is how I’d like to take it a little farther "
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of theories held by the professors about why students have these difficulties, even if they
were impressions that were, in the words of one professor,
-subjective as he,,.- For i, is
these undefined definitions, these untested, perhaps even unconscious assumptions and
guesses that professors act on every day as they deal with the writing and thinking of
their graduate students.
The Faculty:
Professor T
Professor U
Professor V
Professor W
Professor X
Professor Y
Professor Z
Center for International Education
School of Education
School of Management
Center for International Education
Center for International Education
Center for International Education
Department of English
What is Analytical Writing
Professor T ~ Center for International Education
According to T, analysis comes after the collection and organization of data. It is
the building up phase, the making of connections after the parts have been identified.
Analysis has to do with clear thinking, "... the idea is that if you can think clearly you
can write clearly
... you can somehow organize your thoughts so that you make good
sense."
Clear thinking is evident in clear organization, not only of the writer’s thoughts,
but in the written material as well. "I’m big on structure," he says. He likes to see
where someone is going with their idea, and in order to get the writer to point the way
he sometimes suggests that they state at the beginning of a section what they are going to
do, and then summarize it at the end. These landmarks are not necessary, according to
T, if the thinking and writing is clear enough without them, but in about six of the
twenty-five or thirty dissertations he’s chaired, he has found it necessary to go through a
structuring process with students, telling them - "All right, now let’s think, what are you
going to put in this chapter? You tell the reader what you’re gonna put in the chapter.
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And it helped them think of what they were going to put in." T's definition of analysis
also has to do with well-thought-out definitions - ",
. . when they say better health, what
do they mean by better health? Does it mean that they’re disease free, does i, mean,
um, 70% of the children live until age one
.
?"
It has to do with building a case'.
I differentiate between analyzing (the material they have collected) anded.tor.ahz.ng on a subject. You editorialize, you don’t have to have
1
proof. You can just say, "1 like this." Full stop. If you’re going lo
Y
analyze it, it means you’ve got to say why.
K S
It has to do with going beyond description, something he finds that international
students, and also some Americans, tend to have trouble doing - "Most of the time
(graduate students) describe something. So my challenge tends to be, all right, from a
description of something, how do you turn it into, into a dissertation? How do you add
that analytical component?"
An example of inappropriate description that remained in a finished dissertation
that he chaired went on at length about the history and geography of the country whose
educational curriculum the author was proposing to improve. T pointed out — "What he
wrote was the history of, the geography of, it didn’t have anything to do with what he
was trying to get at, right? I don’t mind the history, if it’s related to the topic."
Weaving of analysis or critique throughout the document is also important in
analytical writing.
Often there’s an analytical chapter that they gather information and
organize it pid then they’ll say, all right, based on that information here
are eight things I’m going to look at, and they pull apart those eight
themes and it’s almost in one chapter, that collection of data and the
analysis of the data
. . . What I’d rather see is that every chapter, as
they’re describing something, they’re also thinking of ways that they can
be critical about it or supportive of it and the reasons why.
It seems important that the author state his or her considered opinion,
I’d like to see part of them in there rather than just straight descriptive
material that comes from secondary sources. Because the
. . . interviews
or questionnaires or observing or even government documentation that
they then massage themselves is better than if they laid out five books and
just copied the five reasons.
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Having a point of view and going beyond description are evidenced in the posing
and answering of implementing questions. Sometimes T can get a student to pose
questions only to find they don’t get answered to his satisfaction in the dissertation. In a
dissertation he showed me, for example, a Kenyan student started with these questions:
What is the present educational system in Kenya?What is a school curriculum?
What is meant by curriculum development?
What procedure should be followed in developing school curricula in Kenva?What kind of curriculum development organization should be set up in Kenya?
While the author answered these questions, said T, he did it without tying the
answers together, without exploring why a proposed procedure should be followed, for
example, or how that relates to the history of the country or the present educational
system.
In his notes on this dissertation, T commented:
This is strictlydescriptive material. The author’s perspective is almost
non-existent There is no attempt to discover why the educational system
is as it 1S
- The present system is not placed within the cultural context of
the time. The brief history of Kenya does not help to explain the present
structure or its curriculum. v
It was as if the author followed T’s guidelines by setting up the questions, but
never explored how the answers might illuminate a particular line of reasoning.
Q: "Did he answer these questions (that he posed for himself)"?
I tried, the best I could! To the best of my ability! (to get him to
understand that he needed both to pose and to answer the
questions). And I think he made a stab at it. But you see the thing
I would prefer is, I got the questions, but, I then I wanted him to
think about a series of questions underneath these questions."
A:
In contrast, a Master’s project that uses implementing questions well, in T’s
opinion, begins with the following:
To what extent are volunteers exposed to the debates in the
(literacy) field with respect to:
- political issues in volunteer use and ABE funding?
- the approaches to teaching reading and writing?
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Two pages later, T noted, the author had
it in to supporting material:
answered one of the questions and tied
None of the ABE training programs examined in this study
included any effort to inyolye yolunteers in this debate. This may
be because
. . .
And shortly after that, the author came to conclusions:
If volunteers are to be used effectively as political advocates for
literacy programs, then programs themselves must first place an
emphasis on advocacy work
.
The author also makes value judgments, something T sees as evidence of a
personal opinion:
The worst training curriculum in the hands of an excellent trainer
can be much more effective than the best curriculum in the
hands of a poor or prejudiced trainer.
Although T called these value judgments "supported" in his written notes about
the document, he agreed in his interview with me that evidence for support was lacking
in this instance:
Q: How about this one: "the worst training curriculum in the hands of
a good trainer..."
A: OK that’s right. She also makes some qualifications but
.
Q: Now do you find that she substantiates?
A: I don’t think she did.
Q: OK. But you still liked it.
A. I liked it, but I would say, if I wanted to be critical I would say,
that’s a value judgement, it’s an editorial comment, but you should
substantiate it, unless you have someplace that I haven’t seen. I
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don't mind people making statements like that as long as they say
why they believe something.
Regardless of the lack of substantiation. T was very enthusiastic about this
Master's project. Even though he had only glanced at it, "I just have the feeling that I'm
gotng to enjoy reading that, and enjoy Ending things wrong, ya know?"
I. seems this author's mode of question posing and strong statements of persona,
opmton are the kind of analysis that T is looking for -
"I, shows thinking. I, shows
thinking on that topic It’s not jus. a description and, and, by God I can look at Uta, and
understand it!"
For this professor, then, good analytical writing, writing that he can
"understand," shows a clear line of argument, preferably prefaced by questions that the
author proposes to answer by looking at primary sources of data. This data and any
descriptive material should then be woven together to illuminate the author's main points
and build a well-supported case. Conclusions, assertions and odter opinions are important
evidence of the author’s point of view. For even though T says he wants substantiation.
It seems to me that a strong sense of personal opinion and critique are more important to
him than a tightly proven case.
Professor U - School of Education
Although U did not have any papers to show me, he referred extensively to a
thesis he had just finished working on with a Malaysian doctoral student. He told me he
gave this student "two days out of five for a period of weeks” to help him with his
writing difficulties on his dissertation, difficulties that U says "also apply to other
students that have language problems.
"
In U’s definition, an analytical paper is one in which, "You set forth what it is
you’re trying to do, spell out how you’re going to do it; you do it, and you tell me you
did it. That, he says, makes him "very happy."
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Organization seems to be U’s main issue. One of the biggest problems he had
w,th this student was to "get him to structure things." "He would get into a topic, and
then string it out without having the organizational superstructure so that it was very hard
to figure out what he was doing or what he was saying ..."
When working with this student, he tried to train him to use an introductory
statement, themes, and sub-topics within those themes to structure his writing. But even
after
u
of it ... he wasn’t always consistent in doinp
what he said he was going to do. I would find extensive digressions that
§
p
w°ul n mention previously. Or things that he had mentioned
previously that he hadn t gone into as he had suggested he would
.
The problem seemed to be that the student’s usual writing style contained
extensive digressions, embellishments and enhancements," it was "repetitive as heck,"
and "you might see eleven "thises" on one page instead of reference to the proper nouns
that he was referring to," all of which made it very confusing for the reader. The student
also had trouble "weaving the related research into themes that he was trying to develop.
He knew how to go and get the research, what he didn’t quite have a grasp for was how
to weave it in and make a case supported by related research ..."
Instead of using the literature for "a support system for whatever paper he was
unfolding," the student would cite it in excessive quantities "to the point of overkill
his related research chapter runs something like a hundred pages."
So, to U, an analytical paper is one that is structured in a particular box-like
format, with an introduction, a middle and a summary. The introduction announces what
the author will do, the middle does it by presenting a case, supported by literature which
has been selected for relevance rather than for bulk, and which is woven into the case at
appropriate points to support it. Then the summary, the other flap of the box, neatly
closes the analysis.
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Professor V, School of Management
To V, organization is also a key feature of an analytical paper, and the main
wrtting problem his graduate students have. However, he stresses the persuasive aspect
of that organization.
^"dftet^yrg'r^tiontel?^5 !!8 °f <TP ‘eX buSiness"" making recot^endadons^'terms'of fmVtiiose'^
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Therefore, the organization of the paper is only a vehicle for the larger purpose:
convincing the audience. The problem students often have, he says, comes when they try
to connect subsections of a lengthy argument into an analysis of the whole:
Often they can do, uh, a series of analyses that are independent of earh“ d°" ‘ seem to.be able to assemble what it “Ete haveanalyzed and present it in such a way that the reader understands that thev
analysis^thaf th^V^doing
11
^ taW"n ** subsections “d *« whole
This organization for persuasion is extremely important in his field because
lf y°U re dea,mg with something like strategy and policy which I am all the time, then
we, one of the key issues is to be able to organize what is a chaotic situation."
V talks quite a bit about difficulties that students sometimes have expressing their
own opinions, for this is what making recommendations involves. In fact, the entire
analysis involves seeing one’s self as an expert, because identifying the key issues,
explaining why those issues have developed the way they have, predicting the future
according to different strategies, and convincing the chief executive that these strategies
will work, all has to do with one’s own judgment. The fact that these papers are done
without citations of literature, and often under pressure (in a three hour exam, for
instance), is further proof that students must rely on their own good judgment to present
convincing recommendations.
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The kind of analysis V is looking for uses language that expresses these
judgments and recommendations clearly and directly, such as in these comments from
students’ papers:
This (long-term financial ratio) is very high considering the fact
that ... No further financing should be done until the debt
ratio has to be decreased, if not
But clearly, not just any judgments and recommendations will do. They must be
based on knowledge of the system, and on the theories and the mathematical principles
the students have learned in class. Students cannot simply give their opinion, nor can
they merely regurgitate facts, but must apply principles to a complex situation, something
that requires a global perspective of the whole as well as an understanding of the parts.
In contrast to some other professors, V does not require that a case be built up by
a careful, logical written line of reasoning, for on the exam papers, points are often
presented in outline form:
Opportunities
growing demand within the industry
expand internationally and in the U.S.
etc.
Good papers, according to V, do not distinguish themselves by following a
particular format, (for the format for the exam papers he showed me was given to
students under the following headings: present strategy, financial analysis, strengths,
weaknesses, opportunities, threats and recommendations). Instead, the papers should
show good judgement, a weighing of the importance of various facts, a practical use of
textbook knowledge, and clear, direct language.
Poor papers, it seemed, were organized similarly, and used similar language, but
they were less well-developed. One paper that V judged as poor had thirty-five entries
under "present strategy" (essentially a summarizing task of the case study presented to
the students), six strengths, and four weaknesses.
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I found i, difficult to understand exact,y wha, made a paper poor front the
examples V gave me because the content was foreign
,0 me, and because V didn't
comment on the papers directly, other than saying they were good or poo, , would not
ave had thts difficulty, I think, if Vs definition of "good analysis" had been as
dependent on structure as U's. To me, this showed how much "good analysis" in Vs
tnmd (for this particular task,, had to do with rich, original and correct interpretation
rather than arrangement and support per se.
Professor W, Center for International Education 12
w sees analysis as a "many-headed thing," and says he has difficulty thinking of
it m a vacuum without reference to "analysis for wha, purpose?" Neverdteless, analytical
weaknesses in class papers as well as comprehensive papers and dissertations typically
seem to involve problems such as:
Havmg a guiding focus: Some papers wander because the purpose and framework
of the inquiry haven't been though, out carefully enough. In these cases, "there is a lack
of clarity about the boundaries and direction of the task.
"
Consideration of complexities: Writers may look at only one factor out of many,
or tend to create a dichotomy without examining the contradictions, the complexity and
richness of the problem. For example, a paper that W picked to illustrate this asserts:
. . . intuitive learning and knowledge is a woman-centered
approach
. . . The passing of knowledge in Latino families, the
passing of culture, customs rest in the hands of the women.
The writer did not justify such generalizations or indicate how under certain
conditions they might not hold, says W. She avoids complexity by assuming a rigid
dichotomy between a male and a female-centered approach to knowledge and a single
This interview was not tape recorded, due to a machine
reconstructed from notes.
malfunction, and so was
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formula for the transmission of culture He adds "t
.,t J
6 , I assume that analysis can also deal
wtU, paradox, rather dtan always wrapping things up in „ea
, packages^ W“h C“ : AcCOrdi
"8 «° W, the field of education attracts people
who wan, to change something, and to talk about change effectively a writer must find
out why a situation exists and wha, has ied to it. But writers may have trouble either
order,ng the information to make causation dear, or in providing sufficient explanation
of the causes of various problems.
He says that students will sometimes describe an even, in a natural time sequence,
but then seem to have trouble distancing themselves from that narrative in order to pick
ou, the most relevant factors, or to use them to indicate patterns or cause and effect
relationships.
W would differentiate between what he provisionally calls "higher and lower
analytical functions." In lower order analysis, he says, "you decide on categories and
sub-categories, on relevant units." It means "breaking things down into parts." It
involves discrimination, making distinctions.
In higher order analysis, on the other hand, you begin to pu, things together
again by finding patterns, determining cause and effect, or assessing relative importance.
This depends on careful definition of central terms.
The designations "lower" and "higher" do not imply tha, one analytical task is
more difficult or important than the other, he says. Different things might stand in the
way each of the tasks, preventing writers from making full use of their analytical skills.
"Emotional" factors could, for instance, get in the way of the lower order task of
breaking things down so that the whole and the parts might be viewed in different ways.
These emotional factors might be "the writer’s commitment to a cause or given point of
view, a fear of complexity itself, or an apprehension that to look at parts somehow
destroys wholeness.
"
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Also, says W,
"conceptual things" might get in me way of^ ,ower or higher
analyttca. functions. One has to be "imaginative in identifying factors and cautious in
relating them to cause and effect." One has to ash what influences are more important
than others, and to use judgment, in order to evaluate effectively.
In other words, W’s definition of analysis has to do more with logic, objectivity
and creativity than it does with a strict organizational framework. It is important to him
that the writer look at all the possible factors and weigh them, something that requires
both creativity and good judgment. It requires more than straight narrative and, on the
other hand, more than straight theoty. Theory must have supporting examples and careful
definitions, while narrative must move to well-supported conclusions. While creativity
delights him, it cannot stand alone; it must be rooted solidly in evidence and objectivity.
However, in contrast to Professor V, the well-supported conclusions W is looking
for have little to do with "correct" interpretations that rest on specific theory and
principles. What Professor W seems to stress the most is the issue of complexity. Life is
not simple, and neither are solutions, in his view. The complexity can be dealt with in a
linear fashion, following a logical outline, or it can be dealt with more generally,
provided it has a guiding question and an outcome that speaks to it.
But, W told me, because the author’s considered opinion is also important, there
can well be some kind of "moving back and forth between the domain of taking a
position and dealing with complexity the way a novelist would." Like his definition of
analysis, his elaboration of that definition is complex, I found. His explanations were
logical, objective, and thoughtful, yes, but definitely "getting at that complexity."
Professor X, Center for International Education
If paying sufficient attention to complexity and objectivity is a hallmark of W’s
definition of analytical writing, then taking a stand, having an original interpretation,
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seems to be most important to X. And in contras, to Professor U, X feels that students
can operate at the simple organizational level quite well.
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ndividuals, on getting past that. Some people just really want to stoDthere, feel very uncomfortable doing any interpretation at all
This lack of interpretation, according to Professor X, means going along with
what the "big names" say, or attacking a particular idea the writer is opposed to, without
examining the ideas or the contradictions in depth. In other words, dichotomizing is a
problem for X, as is shying away from complexity. But what he stresses most, it seems,
is a writer’s original interpretation:
ihTi>
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beSt 1 get
. .
.
questions what people are saying (in
the literature) and puts them, sort of, juxtaposed to each other, and letsthem clash a little bit and then comes out at the end and says well it’s
clear that there are many points, but based on what I’ve presented ’here ismy analysis of what I think has been said here
Quite unlike U, X is unhappy with papers that are merely well-organized.
Showing me a very clearly structured dissertation complete with introduction, middle and
summary conclusions in each chapter, X expressed the frustration that he had working
with this Nigerian student (who became, in the process, "a very good friend").
. .
.
you can see, it’s not his interpretation, it’s direct reporting
... you
can see, here s what Kidd said, and see, he goes until he finishes with
Kidd ... and then (at the end) he would say "the next chapter will" and
then you see (at the end of the following chapter) "the next chapter will"
And then he’d have a large chapter again. All it was, was just a reporting
of the literature ... It must be three, four hundred pages.
Another dissertation he showed me, this time written by a student from Indonesia,
had the same kind of reporting out, but here, "for some reason, charts were used,"
whether or not the facts in the charts were important to the dissertation. "A lot of the
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data <s just data. You know, it’s interesting to collect and interesting to see at the
beginning tf „ would have any impact on what he was looking at, but it didn’t."
For X, then, a personal interpretation of secondary sources and relevant data
supporting that interpretation make up a "good analytical paper."
Professor Y, Center for International Education
For Y, "analysis is asking "why" questions." To answer these questions, it is
very important that the writer present a case, "developing an argument and supporting
It," rather than presenting "a general discussion, lots of description, and belief
statements." Often Y finds drat students, both international and American, have
.
. . no sense of building an argument, what we call analysis nr
2EMT suppon pieci A -s™ ss s^ry&*£
Instead of this type of supported case he sometimes sees ”... argument by
assertion: I declare it to be so, and therefore it is
. . . it’s a truth, and it’s a revealed
truth ..
. They think they’re building an argument but all they’re doing is stating their
beliefs."
Cause and effect are important to this case building:
Again, this is positivist, rationalist thinking, but often we’re interested injmderstanding causa! relationships. This thing is an outcome
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• V lt>s how things relate to each otheror at least discussing how they might relate to each other. That’s what ’
academic research is all about, the relationships of what we call variables
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no attempt to take a theoretical framework
. . . fromw ich you then look at reality and you try to interpret whatever it isyou re looking at from a certain theoretical position, which means youlook for certain key elements that the theory says are important.
So when asked to give his definition of analysis or an analytical paper, Y said,
I think analysis is essentially asking "why" questions. Why is it this wav
what caused it, what is it linked to, uh, it’s seeking relationships, not
necessarily causal relationships, uh, this is occurring, well, why is it
occurring what things might be causing it? If you wanted to change it
what would you think about doing? And then after that you have to have
some concepts, some framework, some theories. You say, OK, the
theories say this, do you find evidence of this here or not? Can you take
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you articulate
pieces, or is it just an amorphous whole?
USed t0 exPlain other
Applying theories is not necessary for short, class papers, according to Professor
Y, but there should be some insight into why something happens, or there should be
some "teasing of relationships out of a narrative." But theory Is necessary for a
dissertation, and it is obviously a strong component of Y’s idea of good analysis.
There s a difference between a technician, who does things instinctivelyby the seat of the pants ... and then there’s the professTnarXrcan
step back and say, well, I was a good technician but now I see whv I waseither right or wrong when I felt those ways and those are examples ofcategories of situations in which this kind of approach has a hiZfprobability of succeeding than such and such. I’ve got some conceptualframework that I need to look at ... and at that stege I could teachsomebody else because I have a reason ... In graduate school vou’re
supposed to be a professional, you’re supposed to be able to stand back
^alUbom'
26 and Synthesize and see P^erns, that’s what graduate school
It seems to me, then, that Y has a good deal of faith in solving human problems
by an almost mathematical process of ordering and classifying, applying frameworks and
assigning probabilities. There is an emphasis on structure, not exactly the structure that
Professor U talks about, of ordering the presentation into categories and subcategories,
but a structure of thinking itself. And while U wants structure so that he as a reader can
understand the writer’s thinking process, Professor Y seems to want this structured
thinking so that he can respect the candidate as a professional.
Professor Y’s idea of analysis requires statements of the author’s point of view,
but it is the kind of thinking and case-building behind that point of view that is
important. A paper that he considered "strong and stimulating" and gave a score of 5-
out of a possible 5 on "Analysis" challenged the positivist paradigm that Y defends, but
did so by using positivist structure and
thinking. The paper states:
. . . some social scientists would challenge (the positivist) theory
because they believe that reality does not have a singular, static
structure to be discovered and represented by a theory
. . . this
questions the whole approach of hypothesis testing and validity
in theory
. . . Nevertheless, our job as scholars is to organize and
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Professor Z, Department of English
Z S definition of is the broadest of the group. He says simply, "Analysis
is when you explain something, when it’s not a story, a poem or a play." He says he
doesn’t care how a student explains something; he sees his job as helping students do
what they are trying to do, rather than telling them to do it a particular way.
However, he does have a preference for a creative style of thinking and writing
called "cross-structuring,” which, as he explains in his undergraduate English text, is a
way of generating new, creative ideas by combining theories or insights or discoveries
from different fields.
Professor Z’s own thinking is laced with cross-structuring. In his interview with
me, he explained what he sees as the greater propensity for innovation in the West with
theories from Anthropology (migratory peoples are creative because every day is new),
Biology (evolution began to favor conservatism after humans discovered agriculture) and
History (the Enlightenment created a stimulating clash of ideas), and throwing in current
events in China (student demonstrations are like the Enlightenment) and Japan (which has
recently realized it isn’t creative enough to keep up with the West and is doing something
about it).
Unlike Y, Professor Z finds linearity rather limiting, though of course he doesn’t
try to stamp it out in his students. People who are linear, he says, "... want to absorb
an idea and either accept it or reject it and then move on. They don’t want to play with
the idea for awhile. They don’t take the time."
It takes a linear person, he thinks, to succeed in graduate school. In fact he
mentioned several students of his who were having trouble getting into the English
department graduate program who were "the real thinkers
. . . more creative than you or
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I Will ever be," because of .he open, child-like way Ihey consider the world, letting
themselves mull over a curious idea for however long drey are interested, following leads
Without a need for a result or a for making a point; quite the opposite from Vs way of
thinking, it seems.
However, Z pointed out that most students who get into the English department
"can write well.” They are drawn to English in the Erst place because they have
succeeded at reading and writing. So perhaps Z doesn’t comment on organizational
difficulties because he doesn’t see them. And maybe the facility in writing that his
students exhibit makes it easier to read and understand alternative structures and follow
arguments not strictly having to do with cause and effect.
Professor Z didn’t have any "good" or
-poor” papers for me, possibly because he
is so reluctant to judge anything. And since his definition of analysis is so broad, perhaps
he thought it would be obvious what a poem or a story was, and how an explanation was
different. It might be interesting to see what he would make of some of the strongly
narrative papers that sometimes appear in Education courses.
Analysis of "Analysis"
The paradox of analysis is that one must distil further and further to make
meaning clear, which brings one closer to stereotyping and loss of that all-important
complexity. However, I think it is useful to point out that six of the seven professors
interviewed (all except Professor Z) have definitions of analysis that are similar in scope
but different in emphasis.
All are agreed that analysis for the purpose of graduate student writing should
have a certain organization that guides the reader through an argument or a line of
thinking. This argument should be built up from evidence, depending on the kind of
paper, from personal experience, primary sources such as interviews, secondary sources
such as research literature, or (in the case of the business school) theories and
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mathematical reasoning that have been taught in class. If the evidence comes from
several sources, it is preferable that comments on the evidence be woven into the entire
text, rather than be cited only at the end in a separate analytical section. And the
comments should be in some respects the author’s personal view, rather than a view of
an established authority.
While the scope of an analytical paper was similar among most of the faculty I
interviewed, each individual professor emphasized different points that seem to be
paramount to them, either because they respect writers that think and write this way, or
because writing that stresses these points is more comprehensible to them, or both.
Professor U emphasizes a particular written form: introduction, body, conclusion.
Professor T is excited about originality and strong personal belief statements. Professor
Y wants to see logical reasons and evidence of structured, linear thinking. Professor W
wants students to consider complexity in human behavior and to explain this complexity
using both abstract ideas and examples. Professor X wants to see a personal viewpoint,
not necessarily an original viewpoint, but evidence of the writer’s opinion. And Professor
V is looking for a rich, carefully considered overview of a complex situation that
recommends practical action within the international marketplace, something that relies
heavily, I would think, on a correct (Western Capitalist) idea of how it all works.
Professor Z (who did not mention the above components of analysis that the others
seemed to agree on) is interested in seeing a questioning of "common knowledge," the
generation of new ideas through a process of cross-structuring of insights from different
fields.
Although these were not, by any means, the only points that these professors
looked for, they seem to me to be the special, individual nuggets of gold that all but
guarantee success with a particular faculty member. A paper for Y should propose
logical solutions to problems in the belief that they will really work. A paper for W
should be more cautious about these solutions, mentioning the complexity of the problem
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in full detail. A paper for T should not be cautious, but boldly original, even if not
completely logical. A paper for X could be any of the above, so long as he could see
evidence of a real human being in the writing.
It seemed to me that a paper judged sufficiently analytical by U would not make
X happy because of the lack of the personal component. A good, logical paper on
economics for Y might disappoint V because of an inadequate knowledge base or faulty
conclusions from the point of view of the course content. And a good paper in W’s eyes
that considered all the "ifs ands and buts" might rate only average on Y’s numerical
grading scale because of a lack of clear recommendations and conclusions
.
13
Students trying to negotiate this mine field, especially without knowing exactly
what is expected of them and how these expectations differ, are likely to be frustrated
about why they seem to please one professor and annoy the next. Or, they may simply
delay trying to meet anyone’s standards until they start writing their Master’s project or
their comprehensive papers. This is the point where writing problems seem to surface,
the point at which their advisor or committee chairperson must spent a great deal of time
to teach them how to meet their particular expectations. Sometimes this is too late.
Students may be passed at the Masters or even the doctoral level without ever having
succeeded in writing the way their chairperson respects.
As several of the faculty commented to me:
You reach a point where you realize you just, you just can’t turn the
corner sometimes. It was my inability, sometimes, to reach her I just
couldn t, just couldn’t bring her around, to the way I thought it should be
I just couldn’t, honest to God.
ui A s.tud®nt who, fin^y succeeded with one professor only to thoroughly confuse the next wasthe Malaysian doctoral student mentioned earlier who learned, slowly and painfully, how to structurehis thesis to please his dissertation committee. After defending his dissertation successfully hedecided to take another course with Professor W. One of his assignments, a typical one for
Professor W, was to write a personal plan of how to integrate the ideas from the course into his
future working life.
The student, fresh from innumerable sessions with Professor U, produced a highly structured
paper, mentioning four shades of participatory research to be found in the literature, and then
explaining that there are ten guidelines to developing a research methodology, and naming them in
simple, relatively clear sentences.
Professor W was nonplussed. In his written comments on the student’s paper he asked him to
do the paper again, this time "on our agreed upon topic."
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A: About a third of our dissertations, as a faculty member, you pray
that nobody will even open it.
Q. Even after it’s completed and passed?
A: Particularly after it’s completed and passed you pray that it will
never see the light of day and that nobody will ever look at it
because it’s embarrassing.
Q: Why do you let it pass, then?
A: Because you’ve spent two years working with this person and
pushed and shoved and so on and in your opinion it isn’t going to
go anywhere, and at that point unless it’s really horrendous, you
compromise and say look, OK, I just can’t fail this person at this
stage so I won’t do it but I sure as hell hope that nobody ever
looks at this.
Is this the destiny of our first semester student who we left in the last chapter
trying to find a definition of analysis? If it is true that "analysis" really is a "wide
variety of intellectual undertakings," that it represents a whole way of thinking and
understanding and investigating and organizing and acting which cannot easily be
defined, then helping this student in understanding that definition isn’t just a matter of
being more explicit in giving the assignment.
For as we have seen in these interviews with seven professors, "analysis"
involves categorizing and synthesizing and seeing patterns and making them explicit; it
means setting down a clear, direct, and therefore "logical" progression of ideas; it means
developing an argument, which involves prioritizing, weighing different points of view
and coming up with an original interpretation that shows - very explicitly and directly -
the relationships of variables; it means applying some kind of conceptual framework of
ideas or theories in the field; it means using sources correctly to add weight to
arguments; it requires making judgments and recommendations in an explicit,
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authoritative way, it i„volves demonstrating
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pattern that makes sense to the reader; it means writing sparsely, directly, without
embellishments or digressions, but not so sparsely tha, i, comes ou, as lists or charts- it
means tymg the context or background or data or quotes or ideas from different books
dtrectly to the topic a, hand; it involves asking pertinent questions and determining one’s
own vision of cause and effect and coming to conclusions. short, it is at once a
wntmg style, a method of investigation and a world view tha, has been developed as part
of Western cultural heritage over thousands of years and that is learned by Westerners
from the cradle, at leas, by those who come from "educated families," go to "good
schools," and aspire to positions of influence and power in the dominant culture.
I would venture to say that none of this was on the mind of the professor who
innocently asked his students to "analyze educational heritage since 1900 ."
Who has Trouble with Analytical Writing?
Virtually every professor I interviewed wanted to emphasize that it is not
international students alone who have difficulties writing a good analytical paper. One
professor put it this way:
A: These problems I’ve been describing (problems with organization)
would not be atypical of students that I’ve worked with from other
countries.
Q. Now would you say that American students have exactly that same
kind of problem?
A: Some.
Q: Urn hum. They just launch right into their idea and you don’t
know where it’s coming from?
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A: They routinely won’t use sub-topics so you have to wade through
thirty or forty pages to try and figure out what it’s all about.
Professors didn’t want to make generalizations about international students who
had these problems, because, in the words of one, "I’m a little nervous about trying to
put labels on because there are always people who don’t behave that way."
However, most saw some differences in the numbers of international students and
Americans who have certain difficulties and in the types of problems they had.
For example, while two professors saw the tendency for about equal numbers of
Americans and International students to write polemics, three professors mentioned that
international students wrote narratives somewhat more often than Americans:
Q: OK, back to description versus analysis. Is this a problem more of
international students than Americans?
A: Yes, but not exclusively. Seventy - thirty. It’s much more of a
problem of international students, but not exclusively.
One professor pointed out that the overwhelming majority of American
undergraduates write descriptive material - "You find one (American undergrad) that
writes, you drool, you’re so excited. You don’t even care what they write, you give
them a good grade.
"
Another professor felt that Africans tended to write narrative, that Orientals and
Asians tended to write in a circular fashion and that Latin Americans tended write about
abstract political theories, although he felt, on thinking about it, that this was perhaps an
unjustified generalization. "It’s good to see evidence that contradicts that," he said. "This
is stereotyping."
Another found that some Korean students as well as some Indonesians and
Africans ".
. . tended to be very literal, you know, taking the literature and just quoting
it, one right after another, and feeling very uncomfortable interpreting (it)." While Latin
American students were be more argumentative and therefore, more "analytical"
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according ,o this professor. "You know, it’s no accident tha, Freire comes from Latin
America
... a lot of the in-depth kind of discussion and papers at conferences even,
with Illich and so forth have all been in Mexico and Latin America
.
.
."
Two professors mentioned a tendency for South Asians to make lists rather than
"analyze."
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Two mentioned that "Westernized" international students sometimes wrote
"superb" papers:
. . . student A is very Westernized, very highly educated from an
aristocratic background.. very experienced and
. . . comes from a cultured ‘fferent (Latin America). There are differences, certainlybut there tsn t a big gap, it s not like coming from Indonesia, China.
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tudents, uh, they re usually in the top 5 or 10 per cent of the class, sothere s no problem with them at all.
Several found that the difference between their American and international
students who had difficulties was that the Americans seemed to understand what was
required of them, i.e., how to structure a paper in a Western analytical way of thinking,
but for some reason would not do it, whereas the international students with difficulties
had trouble understanding what was expected of them. "Maybe the Americans in some
ways are lazy; they can, but they won’t. In lots of cases, uh, with international students
it’s the other way around." This same professor:
When an American student doesn’t do a case well, it’s, uh, often because
they don’t urn, reflect enough. When they don’t do well it’s because
they’re tossing it off. When an international student, most of the time
virtually eighty percent of the time, doesn’t do well, it’s not because they
aren’t trying, it’s, uh, because we’re asking them to do something in a
different sort of way.
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In questioning professors about differences between American and interna,ionai
students I found that they were uncomfortable talking about the differences that they had
noticed. Professors in all departments wanted to avoid stereotyping because most drought
very highly of international students’ intelligence, perseverance, and often, their
analytical abilities, aside from what they sometimes put down on paper.
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. . incidently, this man (who wrote
"poor") was the number two man in.
number two, talented person
a dissertation this professor judged
. . the Ministry of Education,
Perhaps this was why when pressed, professors sometimes gave me conflicting
messages:
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inlernational students that write beautifully So how can IC3n t ana,yZe aS^ alonS? So ^w canYmSce ablanket statement, you see my point, Helen? I would say that mostforeign students write descriptive material.
Later, this professor stated what he thought more directly:
u
lth vast maJ°rity of the international students withwhich I have had the privilege of working, there is a tendency for them toj^ite descnpuve material without a strong analytical component. And my
challenge is to help them get through that. y
In this section we have seen a bit of the complexity of the issue of who has
difficulty with analysis, however analysis is defined. It seems that in the opinion of these
seven professors, analytical difficulties are not the exclusive property of international
students, for they are found in Americans both at the graduate and undergraduate level.
However, all the professors I interviewed did perceive that international students
have somewhat more of a problem than Americans doing certain things that they define
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as analytical, such as organizing along a certain pattern, stating their own opinion
avoiding lengthy description, and citing the literature without coming to conclusion
Wh^ dp students ^ sPpQjaUyJigenTatiprial Students h™ men-.,,' -
with Analytic] Writing ~ ITlcultle-s
Since most professors seemed to think that international students had somewhat
more of a problem with analytical writing than did American graduate students I asked
them to tell me their own ideas about why this might be so. Their responses can be
broadly categorized into the following theories 14
,
which they held in various
combinations. Most professors made it very clear that these theories were uninformed,
saying, ".
. . this is just off the top, you know, no documentation, no support
. .
.» or
,
"You know I'm not dealing with random samples; we’re talking about perceptions
.
.
.-
However, I thought it useful to include these theories here, for even if we
construct theories for ourselves that are uninformed and hold assumptions that may be
unexamined, we still tend to lean on these theories and assumptions and let them guide
our response to student writing. Getting these ideas out into the open, even if some of
them may seem culturally biased or worse, is a first step in sorting out what needs to be
examined a little more carefully.
I have decided to present the theories as a list of somewhat overlapping categories
in order to preserve as much as possible their tentative character as they came out of the
interviews. Categorizing them neatly (for the sake of an analytical paper) would, in my
opinion, make them look more thought-out, more collectively decided upon than they
are.
Or, one might say, "beliefs," "assumptions," " hypotheses" or "prejudices."
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The
"Theories
some international students did not teach them to
1.
The previous education of
think or to "think clearly."
system
.
.
.Taftaught them Sou^shal^not
1
^th'
1T °h them ' Their sch°o1thou shalt repeat, and it is inaDnrnnriatA 1 J- 1^’ tbou sbalt not sPeak,
prescribed form. TTtey've hadl curbsit?
can speakdearly on^'topb'th^ ^
' translate *at if you
clearly means writing clearly and diinkinp m m/b°Ut a topic ' So thinking
a topic. You can somehow organic TOur thouTL l^a y,°“ Can taIk about
sense
. . . Here in the ^
0
.
°uShts so that you make good
our young people to verbalize evprvh^
we wor*c hard at getting
WeaemTrs.
10 Verba'iZe th°Se ,houghts are tw° *i"gs'l^ndt ^
‘°
2.
TTte previous education of some international students did not value an expression
of their own opinion (even if they have one and can "think").
Any time you have an education system that has a series of external
regurgitate"
3 ^7^°“ >ou « abs°or“ en
wHting'style.
' ^ *tK t 3 tendency for that “> influence your
“te SfflSS CW0au3,dtp^
.0 question authority*otIo
die"levef where you
' “*
questioned policy or where you questioned what your boss told you.
I think (some of the international students) went into shock when
feeT
6
uh
dy her
T
erf What d0 y0U about jt > why do youS* ’ • 1 well > 1 know > because some students have told methat they ve never been asked to do that.
3.
The culture of some international students (aside from the education system)
teaches them not to contradict authorities:
thmgS is that
»
um
,
we make value judgments inour society a great deal. I think it’s difficult for other people to be critical
1
* * 'n
.
ot
f’
1
.
International students, but some. Where you’re asking them to
say why this isn t this as good as it could be, they don’t want to offend
. . they have to go home and live with it.
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would dependnot onSy^n Ae^egionof the^
be
,H
C
V
ltural reasons that
the mini-culture within that. For Instance^voTi°™
b? probab !y also on
non-argumentative, that it’s sort of not nniS!!
m
,
a
y
have a culture that is
to an authority figure P
°''te t0 take m °PP<>site position
One professor, who mentioned that some of his French students had difficulties
expressing their own opinion told of his sojourn in France. Having finished his degree
some years before he decided to take some courses to "get the European perspective"
snssttrsatar
=aSHiS*** 1
However, students who are taught not to question in school may come from a
culture where questioning is valued, but still have trouble questioning authority in a
school setting.
4.
5.
... in (the culture of one of the students having difficulty expressing his
A in t nf har
tm
H
g)
r
the
K
CU,tUral mode of °Perati°" w*s veVigumenifive
h\o LJx *ck ™d f°^ vgument, give and take .. . you could have thesebig battles with people and at the end of it, you’d go out to dinner
Students are reluctant to think of themselves as authorities.
.?n^nlnfn
1
^hi
nany tin
J.
eS When peop,e 305 looking at research they feel very
uncomfortable in making an interpretation because they feel that
^
somehow, uh, it s difficult for them to be saying what these big names
in®tance
; °f t0. be interpreting what these big names hafe said
since they ve said it, it must be OK.
There are those who are taught in their own society that what they think isirrelevant, that in a sense they don’t exist. They are there to summarize
and repeat and transmit and demonstrate that they have read some
sources. Andso nothing has validity unless it comes from some other
source
. They’re not aware that we want something of them, not just
somebody else. ’ J
The culture of some international students doesn’t teach them to think abstractly.
I would say that in the Western world we expect our young people to
think m abstract terms relatively early (whereas in some non-Western
cultures)
. . . they’re not used to dealing with abstract questions
. . . I’ve
found it to be more helpful if I can give them (concrete) choices to make
It leads to greater clarity, at least in my experience.
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6. u» education and culture of some international students doesn’t teach them to
value or discern cause and effect relationships.
what happeiS^d da*da da.^e^ and this is
7. Some international students are simply unprepared.
• . . with some of the international students you consider vourself lnctv ifyou can get them to the technician level if you can vet .hem Li ^ .
of, OK, they have skills and they know how to use those skills and do'"things, it s a significant accomplishment. But if they want to get adoctorate and go on to be a professor, you hope that you caL git them todie professional level because they can’t make decisions as the^rincioa
ln 1,16 Ministry of Education solely on the basis of what feds
h 1“ Past experience. They've got to be able to stand back itd sayt is is an example of a category of problems
...
y
8. The culture of some international students stresses different ways of thinking,
though these ways may be changing now as a result of Western influence.
. ..we ve exported McDonald’s hamburgers and Coca Cola, maybe
Way
,
a
u-
w
,
e
)
1, you know
’
a Particular way of straight
line rather than elliptical thinking. I’m not sure if that leads to the most
interesting analysis.
9. Some international students may have different cultural values about what
knowledge is.
There s a lot of value problems in there, ok, well, what is higher
education gonna mean? Who defines higher education? This is all part of
the cultural imperialism of the West
... (I suppose) you could have a
university based on other kinds of knowledge, but then maybe you
wouldn t call it a university
. . . Different kinds of education are useful
for solving different kinds of problems. If you want to build bridges,
then, there s a certain kind of knowledge that’s going to be more useful.
If you want to solve human problems, well, maybe there are other kinds
of knowledge that are valid.
10.
Some international students may come from cultures that don’t rely heavily on
writing and don’t value it particularly.
They ve got to be able to say ... I know that there are some questions I
should pay attention to that I wouldn’t intuitively think to ask. There’s
certainly a strong cultural bias but the only problem is that our education
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^v“d "*’* from
particularly. Ideally we should ilLl, 'T""8 fd don '‘ vaIue *
bu, if they’re very good orally you canu^eufS^0^'
H. Some international students may come from a culture that doesn't stress
mathematics, or whose language is "messy" or non-logical.
I just wonder if the emphasis on math tin thp tiqi j , • .
analytica! thinking. I know it’s not a fashionabVe thmg to sTv
*
there are a lot of similarities between thp nrH^r ® y • • • (but)
thinking, between learning sometog ^ke oh t?i~5 0"ry0Ur ,
or learning Latin, it’s thesamewa7of*i’nk^lrZr^ f°r etxamP le >
language than German is. German is a very ummessy l^guagT
12. Some international students haven’t learned how to use large libraries, so they
don’t have access to enough material to explore a problem in depth.
^e^to^nuterSlJ'not
5
betag
<
abTe to ge7ac^i
P
oleine
"
0t
"T8
getting access. While there are individuals that are very good^aTit ^hereare many who just scratch the surface
. . . When you look at a naner htan American student and one by an international sLent sometimes
V
hJTn aw
dlff
?
rence in depth, because the international student has notbee able to browse and find and follow up leads and track down stuffand knows enough to look at a footnote and take that ^d goS look itUr • • •
1 3. Some international students don’t know how to document or quote according to
the Western model of a research paper.
Odier problem areas. There are lots of them. Not knowing how to handle
other people s words. I m not talking about referencing. Just not knowing
what to do with other people’s words. How to move from writtendocuments which you read as references, how do I use those as raw
material to build a paper? When to quote, when not to quote, when to
paraphrase, what the hell does that mean
14.
Some international students may come from cultures with different models or
values about what good writing is.
'Hiey might have different models of structures that are introduced, given
the unique nature of their education system. And they learn to present
things in different ways, and then they come here and we have our own
models. So we’re forcing them to squeeze into our models. That could be
part of it.
(Numbers and charts) were really not that important to (an Indonesian
student’s) dissertation. I left them in because in talking with his boss who
happened to be here at the time ... he said if you don’t have numbers
and significance it looks just second class.
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15. Different cultures may stress the importance of different kinds of intelligence. In
addition to these cultural influences, there are individual, biological differences in all
people which, combined with cultural differences, act to make them think and express
themselves in different ways.
I guess I m thinking of Howard Gardner’s Frames of Mind Some Deonleare more spatially oriented, others are more verbally oriented etc.
P
Of
P
course cultures and education can clearly influence that. My guess is that
examr^ BuTthen
'
“
m
^kh (brain) hemisphere is dominant, forxample. t th , each individual grows up in a culture that mav stressone thing or another. An African student, for example, could be
somewhat molded by a culture that stressed kinesthetic intelligence and
oral narrative, but that person could have been bom with logfcal/analyticaltendencies. The culture could influence that to some degree
8
and the/theperson could go to, say, a French mission school and be further moldedin another direction. All these influences interact.
16. Some students may not have had much experience writing lengthy papers.
Oft times many students aren’t asked to write theses or major papers (in
their previous education), or if they did write such papers it may havebeen ten years since the last one
. .
17. Writing in a second language is difficult at the idea level.
Some people slide into simply quoting (the literature) because if you’re
operating in a second language, you might be able to think, in your own
language, of all sorts of arguments (but)
. .
.
you’d find it very difficult
to write in a second language those things that you’re thinking Many
(international students) have said that.
In summary, we could take these seventeen reasons for international students’
difficulty with analytical writing, and distil them into five major categories: 1)
differences and/or deficiencies in education (students might have had little experience
with libraries, for example, or with writing long papers, or with documenting sources
correctly, or with expressing their own opinion) 2) differences in the students’ overall
historical and cultural context (not having been taught to speak out, or to contradict
authorities, or to think abstractly, or to discern cause and effect relationships, or to value
the written word) 3) cultural differences in writing styles (such as excessive use of lists
and tables unrelated to the argument, or discussions that circle the point, or use of
narrative without drawing explicit conclusions or meaning form it 4) differences and/or
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deficiencies in «* student thinking process* (thinking -clearly, or ,
an organ,zed fash,on ,n a way that "makes good sense," either because of linguistic
differences - speaking a "messy" or "non-logical” ianguage, or because of differences in
ch, Id-rear,ng practices - not encouraging children to speak out, for example) and
5) difficulties with English as a second language.
Tltese, then, are the personal theories and assumptions that I found among the
seven professors I interviewed. Although the faculty were candid, sometimes even
Startlingly frank, about their beliefs, I also found in the tone of these interviews
- a tone
that the written words do not express - their profound concern and respect for the
international students they serve.
Concern and respect are fundamental to education. But to go the next step, to
really reach the student, it is necessary to develop a greater sense of empathy. In the
next chapter, students will help us do that by telling us how they view "the problem."
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CHAPTER 4
INTERNATIONAL STUDENTS’ VIEWS OF THEIR OWN DIFFICULTIES
WRITING FOR THE UNIVERSITY
Probably the overwhelming consensus among students was that writing in a
second language is extremely difficult, both for the obvious reasons and for deeper ones
as well. First, the obvious: any second language is almost impossible to master perfectly,
no matter how much experience you have with it.
The lack of vocabulary makes it especially difficult to be creative or sophisticated
in writing. A Nepali student says:
' V no inatter how much you have experience with second language
certain things you cannot express, certain times you cannot be StiveBecause you have to have a lot of experience with it Very extensive
experience with it, which of course is not possible for foreign stadentswho come here for, even they’re here ten years. I wouldn’t say theywould be creative in English, no way. I mean, language, you know hasto come, has to grow with people so that they can be creative in it.
’
A Brazilian agrees:
• • whe
?
1 tried t0 be more sophisticated I couldn’t go beyond what Iknow so I cannot go beyond what I would know in my own language
there is no way, sometimes, to translate my thoughts, I have to be reailvbasic and constrained
...
y
A Mainland Chinese student in her first semester told me that writing a four page
paper for my class took her "all week to think about and then three whole days - about
25 or 30 hours - to write. " This was partly because the type of paper and the cultural
issue was new to her (her opinion about "The Right To Die"), but she spent about two
thirds of the time trying to find appropriate English words to express her ideas.
I work with two dictionaries, English-Chinese and Chinese-English, even
in class! I am trying to find the exact meaning for my ideas, so I have to
take the Chinese word that is in my mind and look up the English
equivalent, and then with the second dictionary take the English word and
see if the meaning in Chinese is what I really wanted to say
. . . Little
words in English are very difficult. "Take," "get," even the word "work"
can have a hundred meanings, depending on the different situation.
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Even students with much more extensive contact with English can have
fundamental difficulties with meanings of words. A student from Sri Umka who had used
Enghsh in school and in her professional life for over thirty years became aware durjng
an interview with me that a crucial word had a different meaning in the American
university context than the meaning it had had at home.
We were talking about how proverbs and other common phrases that might be
considered ancient wisdom in a traditional society are often called
-meaningless cliches"
in our culture because, as I pointed out, "we always have to say something new and
original."
A: This gives me a question on the originality.
Q: Um hum.
A: Now. What happened 2000 years ago was original, and it is still
original.
Q: What do you mean by that?
A: I mean, there was an origin to it.
Q: Yeah
. . .
A: And even after 2000 years, it is still original. I mean, you know,
it had been used the same way.
Q: OK, how is that, that seems a contradiction. I mean, it was
original when it originated but now, why do you say it’s original?
A: When you say here people are expected to use original terms, what
do you mean? You have to create new - new things?
Q: Yeah, you have to create new ways of putting words together.
A: So what would be original now
. . .
Q: Would be outdated.
A: So it is "create now."
Q: Create now.
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A: Urn hum. What had been created in the past is no more origina,
Q: Right.
A: So what has been created in the past which are ancient
.
Q- Uh huh.
A: Is not original now.
Q: Well, in the way that I would mean it, yes.
A: Yeah.
Q: But how do you view something ancient being original now?
A: I think some things are ancient, but they are still original.
Q: Uh hum. Explain that a little more for me.
A: Uh. (pause)
Q: You mean valid, or fresh? Or
.
A: (Pause) I mean they’re not new. They’re ancient.
Q: Uh huh.
A: But it still has the original meaning, and the original statement
Q: Oh.
A: Original words.
Q: Oh.
A: Original as it is created.
Q: Oh. That’s a different meaning of original.
A: Uh huh.
Q: Still has the original meaning, yeah. Here, to be original means
A: Create now.
Q: To originate in yourself at the moment.
A: Huh. Uh huh. So there are different ways of
.
Q: Yeah, perceiving that word.
A: Yeah, perceiving that word.
88
So if a professor tells you that you need to be more original
...
Yeah, so you see, back at home, if I said this to my professor,
"Th.s is original, this is what / mean," it has no value.
Uh huh. Right. It has to be - the other sense of original.
Exactly.
Um.
So there is a big difference there.
(Pause). Might there be a problem with understanding of meaning
of terms? Like that?
Very probably.
Because right now, we had a difference of opinion about what this
word meant.
Um hum. And that’s a crucial word. People are always, I
think
.
. .
Asking you to do original research.
Exactly. This is a very good point. I’m glad that we (laughs) got
engaged in this, you know, this dialogue about this word
original because this is one of the things that my professors (at
UMASS) told me. "You have to produce an original piece of
work.
"
Um hum. How did you interpret that?
So I was trying to produce an original piece of work without
understanding what is original to him and what is original
.
Um hum.
I mean, I knew what was original to me\
Um hum.
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A: And when I brought that, he said, "This is not original. You can’t
keep reproducing what others have done."
Q: Um hum. So you in other words were interpreting that word
original" as something that has been done before, and you had
gone to the source
.
A: Yeah, you have to understand, you have to search, and you have
to understand what has happened there, and in that time, you
know, in that original work what happened, so by simply learning
it, it is original to me.
Q: Um hum.
A: Learning and seeing what happened is - now I’m doing it for
myself now.
Q: Um hum.
A: You know what I mean?
Q: Um hum.
A. So that wasn t satisfying to the professor.
Q: No!
A: (Laughs)
Q: Now looking back on it, what do you think the professor really
meant?
A: (Continues to laugh). Professor I think meant that I should have
taken my own position!
Q: Yeah.
A: But he didn’t say that.
In addition to difficulties interpreting what meanings words might have in this
new cultural context, students say that just the mechanical effort of trying to keep track
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of the idea while dealing with the vocahularv mo i •8 b y may result in what looks on paper like
confused thinking. A Somali student says:
TdS «!*»
simply hunting or lookmgfor words and fhen^n
track of linking. But
saying, well, this might not be apnroDHat ,'"g
1)16 word “<* *en
be wrong, the grammar might belong ThTdittoK s'™cture mightkeep track of your thought Drocess anH tit th^ d,fficu ^ 1S > h°w can you
what you are translating voSrSm I^ S,^e tu?e keeP ‘rack of
English, finding the righted* vou£ E,^'llsh ,a,nd *en correcting the
frustration th/l haveStofiMS®?wi,^ S° **' 3
But the problem of vocabulary is additionally deceptive, because it is tied to both
writing style and culture. A student who is an professional writer, both in English and
Nepali in his home context, has experienced major frustration here because of
complications resulting from this intersection of vocabulary, style and the way he was
brought up to communicate:
L^ g™ fromt!”^™S2
Sbh0ady ’,H h,aV,e ,0 °bey -eryb'ody^^'donVrve^UouTvilTV0don t ve that strong, you know, words, in my writing I always trv’tobe very pohte, humble, keep very low. But here you hive to fmd w^rdsthat will, urn, voice your opinion very strongly. You have to find wordsW1
^1VC 3 0t contrast
- You have to find words that will show thatyou are very aggressive. Urn, so I had to learn those vocabularies andyou can imagine how much I was frustrated with that
Not only are direct and pointed words difficult to find and use when you have
been taught not to use or even think them, even transition words can be a problem when
your role in your culture has been to avoid expressing your intellect too overtly.
A: Also I think for a foreigner, transition is very hard. Sometimes I
put therefore or thus" when it doesn’t make sense?
Q: OK, how, in Korean, would they express an idea like "therefore"?
Like saying, "this happened and this happened, and this happened,
and therefore, we can conclude that, blah blah. Right? How can
you express that idea in Korean, or would you express that idea in
Korean?
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A: I think it has to do with my writing style or the way I speak,
probably due to my background as a woman.
Q: Um hum?
A: I didn't say directly, always I try to say indirectly
... I didn’t get
to the point, actually. I just go around the bush, and probably
that s the reason I need those transitions a lot.
Q: Um hum.
A: But not only me, I think other Korean women probably have the
same problems.
Q: OK, this interests me a lot
. . . could you tell me something about
how it's different for a Korean woman in being indirect like this?
What are you expected to do in your culture?
A: Oh, in my culture? Oh, just keep quiet (laughs). If I say in a
really polite way, and then don’t be direct. The best way is not to
talk. Too much.
So fluency may not be simply the number of words that you know, but the ease
with which you can call them to mind and use them to sound assertive or straightforward
or even to admit that you have ideas, when your role in your culture has always been to
be quiet, mild, and let other people speak.
An Indonesian woman talking about the difficulty she has had writing long papers
at UMASS, reflects on this intertwining of role, status, expression of ideas and the
amount of vocabulary she can call upon:
I mean, that’s very difficult, how to expand those short sentences? How
can 1 expand this or prolong, I am still in lack of this skill I think
it s because my language is very limited. That’s why I cannot or, I
thought that I have been conditioned in this situation, just listening for
people and then keep silent and just passive. My brain is working, but not
expressing. Maybe I thought that my personal(ity) has been conditioned in
this situation.
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At home, she says, whether you are able to argue and
people depends on your gender and status.
"press your ideas to
ston Uke me (sighs) in 3 (««*)
tend to talk a lot they te™d toTnfl^nL
a
"c
more powerful than us
.
they
say yes. I mean ouTideas are not Tl,"5 ' S° lnstead of no, you
ideas are more powerful. First they have thfnoSn'
1
TT1V8 h0red ' 1.Theirpower. We are just staff ... so we less crkicbf 1^7 h/ve ^
we just agree instead of not agree.
‘ 1 of tlme 11131
The Korean student adds that sounding logical is also difficult when you have
been conditioned to keep silent. When asked what she mean, by "logical- she answers
A: You know, how can I say, so we don't put same thing, I don't
want to say the same thing over and over, just one after another
.
. . I tended to say the same thing over and over, I feel like I say
the same thing with different words.
Q: And why were you doing that?
A: I think it has to do with my experience as a woman. You know, I
didn t have a chance to be trained to speak publicly. So I kind of
feel always, I feel like I’m under pressure all the time and no one
listened to me, so I had to say very fast
. . . And then I kind of
got lost in my mind, kind of mumbling a lot. I mean, kind of say
stupid things, or say the same things over and over again.
The Indonesian woman agrees. Under pressure to speak up at UMASS, she
sometimes says the opposite of what she really thinks.
I want to say for example, "I like the way he wrote." But instead of
starting with "I like," I start with other words, for example, I say "I don’t
like. So if I say "I don’t like" it means I should change the whole idea,
the whole what m here (points to her forehead), in my mind. And when I
^ doesn t make any relation with my mind, but it comes
differently. And when it comes differently, people react differently too
based on what I’m saying. ... And I feel after that, I feel, wow I
’
shouldn t say that. It s awful ... I feel like this is just, you know
rubbish.
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So expressing yourself directly, openly, logically, with confidence and with
appropriate vocabulary on paper is tied to doing so verbally, and expressing yourself
verbally is tied ,o the way you have been brought up to act in your culture. It's not that
you're not thinking, or tha, you don', have ideas, it is that perhaps for the firs, time you
are asked to express your ideas in a direct, assertive way. As a Brazilian student puts I,-
S“L .«*
writing or with the
not.day
h0w r"» behav^o?^"app^SS I'S da>
An Indonesian man, a professional writer and political activist who came to CIE
with a B.A. in Religion and a Master’s in Philosophy, has a similar difficulty taking a
position, though his role and status are quite different in his own society from that of the
women interviewed above. First, he says, he was trained to be very scientific, very
objective, in his writing, to use the passive voice, to quote authorities rather than to use
the word "I." Bu, when he came to CIE, professors began asking him to take a position.
This, he said, made him extremely uncomfortable.
A: (Professor W) for example, was asking my position in my paper.
And I was saying, "What’s my position!" I don’t know. I know
my position in here (points to head) but I don’t want to
.
Q: Right.
A: But be careful to look at my papers! I took my position. It’s not
clear ~ but it’s very clear.
Q: How do you express that without being direct, in that way?
A: Instead of saying, "I’m a Marxist," I would say that "People are
poor because of exploitation." It’s enough! To tell my position.
For me.
When asked why an opinionated person like himself was so reluctant to express
his position, he said he thought it came from both his educational training and his
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Javanese background -- "You never talk
they always talk about, "I did, I
.
about yourself in terms of your, like people here
They not, no. (laughs) That’s arrogant."
In his culture, he explained, you never ask a direct question, never even say no.
Informants from many different cultures told me that being direct, as is required
here, is considered uninteresting, impolite or childish. A Japanese student says that to her
the Western style sounds
{;/ • p
so so
,
inhymane. It’s clear, but it’s somehow different- it feelslike something’s missing. Like a skeleton, there’s no juicv meatv n^ in
it. It s sort of like reading the suggested answers of one question Here’Sa question, here s an answer (clicks tongue several times)
A student from Cote d’Ivoire says:
In my county, or in my particular tribe, you don’t say "Listen, I want tok
l°tn-
0U ab
?
Ut t^11S
,
fist on table). If you want to talk to me
about this, and you already said it, why should I listen any further? I’mgoing (gets up abruptly and starts to leave the room). You see? (Laughs)
A Somali student says that in the oral style of communication, speakers tend to approach
the subject holistically, but
. . .here it seems you have to focus or narrow down as you go along and
so it s more cutting things into pieces and dealing one thing at a time
rather than dealing the whole thing at once while keeping track of your
arguments or thought you make.
A Chilean student says that in Latin style, speakers and writers tend to give a lot
of information describing the context of the situation rather than attacking the subject
directly and analyzing it bit by bit. Americans, she says, tend to approach the subject by
"dissecting it, like an animal." "They take out this part and that part and they describe
each part rather than looking at all the things that surround the subject.
A Brazilian student adds that the purpose of the Latin style seems to be different
from the American; instead of proving a point in as few words as possible, the purpose
95
iS “ Sh0W
’ • • h0W literary ,hin*s ca" » «l how beautiful they can be ... and that
is the story telling style, you add a lot of things to it, and you take your time to listen to
it and to see all the different details."
She mentions Paulo Freire, a Brazilian academic whose writings are much
respected at the Center, but whose style is notorious for its digressions:
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how it was, this i^how He^woul^U lot'of
In this way, the responsibility for grasping the central issue rests more on the
audience.
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P° int ’ but for y°u t0 understand from what
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8 y-°U ’ What 1 m doing - Jt ’ s your responsibility as the reader tomake the point, not so much for me to make the point for you, otherwise
everything s already ready for you, you know? So that’s leaving moTe
space for the reader to imagine or to interpret or to get the point
Another way of being indirect is to use code words that conjure up a whole range
of meanings to the initiated audience. A Sri Lankan student told me that the
communicative style she learned at home involved using metaphors or universal symbols
that are understood by every member of the culture. It is enough to simply mention them
and readers will grasp the entire mood or feeling the author wants to convey.
A: I don’t have to say, "I’m using the symbol "moon" to explain my
feelings in this way." I don’t have to say that. I use the word
moon between prefixes or suffixes, or in a sentence; then in that
context, we know what meaning we give to it.
Q: Um hum. What meaning do you give to it?
A: In our context it is a very, uh, gentle, very romantic, very smooth,
it sheds very gentle light on someone’s soul.
Q: Um.
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A:
Q:
A:
Q:
A:
But that’s not all. Depending on what other words we use in the
sentence in the beginning, and what other words we use at the end
of the sentence, these meanings get expanded.
Urn hum.
You don’t have to say (laughs) "Here what I mean is X, Y and
Z." X, Y and Z come from the subconscious mind.
Urn hum. Like a collective subconscious of the society?
Exactly, exactly.
However, in the American system, this student found:
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He or^hete ls it. It s very poetic way of writing. It’s not very bland.
So taking on another style means going against what you have been taught, both
in terms of the actual style of writing itself and in terms of what your culture, and your
status and gender within that culture, have taught you about how to behave. And
according to several students, adopting the style that professors here call "analytical,"
that is, straightforward, opinionated, logical, and organized in an almost mathematical
way, means taking on a whole new personality.
Sometimes the shift that is required is fairly easy to see and understand (though it
may be extremely difficult to do), such as starting to speak up, both in class and on
paper, forcing yourself to take a position, or beginning to see reality as something that
can be dissected and examined under a microscope. But some students say that their
societies are so different from ours that just determining what the differences are and
how you would have to change in order to communicate to the academic community is
very difficult.
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For example, the Somali student told me that in his country, the language has
been wntten down for only twenty years. This means that a Somali student who has a
BA or a teaching certificate from his own counuy has been working with only twenty
years of written literature for reference material. Furthermore, in an oral culture
knowledge exists no, in libraries a, all, but in the heads of poets who know hundreds
thousands of poems by heart. When you wan, to add evidence to your argument, this
student says, you recall the words of a poet, or some other piece of oral wisdom, such as
a proverb or a religious teaching. And since knowledge must be stored in your memory,
the quote you use is recalled by mental effort:
For example, if I’m trying to put across a concept in my own laneuapesay, Mr So and So, Mr. Ali has said in his poem in £e
"
and so this and that. I can easily get that concept, when I am SiT
things lh!tZcrelevZ
a
thT'
n
'f^
°f argument
-
1 can recall easily thosemin S tnat are r levant hat reenforces my position here, you know so
that
y ’ because of my ba^ground, culture, my knowledge^ have, aAd all
But here at UMASS,
Who might be appropriate to quote here? I ask myself that question ButI have no answers. Right away. I have to look for it. It takes a number ofdays or weeks, I mean, time. But if I ask that question in my own culture
will get either a general area or a more specific area, or a more specific’person to quote or support my argument.
And accumulating knowledge is done in a completely different way in an oral
society:
The more you travel around the country, the more you talk to people the
more you have uh, contact with people knowledgeable in certain areas the
more information you have. And the case here, the more you read the
more information you have. The difference is, one is orally transmitted
and whatever past knowledge exists, exists in somebody’s mind. So that
laiowledge exists already in your mind so you can easily repeat back. But
here, your knowledge exists in libraries.
Furthermore, looking for support in the Western context is more difficult
because, he says, "your culture is more individualistic." At home, people tend to be
grouped on one side of an issue or another, whereas here, each writer has a distinct slant
on the material. And because the number of people writing about an issue is so great,
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both because of the population in the Wes, compared to that of Sontaha, and because of
the iong h,story of written materia, on any subject, finding an appropriate person to
quote can at first, be overwhelming.
Another difficulty for students from oral cultures, this student told me, is tha, at
home, material is transmitted holistically, in context. "You have a whole concept, no, as
specific, different components
. . . It's easier to retain." Here, evening is different
ecause everything is ... in different components. And nobody can handle the
different components."
To add to the confusion, he says, he has the feeling that the audience tha, he is
writing for must be much different here, as the culture so difficult to decipher. This
makes it very difficult to judge how to approach his audience - how much to assume
they know about specific terms or concepts, and what this culture considers "common
knowledge" that doesn’t have to be referenced. While he is used to writing for different
audiences in Somalia, at UMASS he feels he is dealing with "an alien culture, an alien
audience" that he must spend a lot of time trying to understand.
But, he told me, any knowledge of this alien culture may not even help you when
you sit down to write,
(B)ecause your own way of thinking, your own train of thought will assert
itself and mold your ideas in a familiar way. And (when I write) whaffmdoing is, I m trying to translate from the Somali way of framing ideas
rather than creating ideas in English or American culture. And then
simply mechanically putting that into writing ... I think it’s the same for
other international students. First they create it in their own culture andlanguage, I mean, language and culture, I cannot separate these two.
Even if the required personality shift is understood, students may find it
frightening. For as a student from Chile put it, attacking a subject directly is not just a
writing technique, as I had told her in class.
You said it was a technique, but what I discovered was, going straight to
the point, you could see it as a technique, but the whole meaning it has is
look at things different. Things real different. And that sense, it’s like I
see, my world view changes. So actually it’s like (laughs) everything
changes! You know, it’s so powerful, it’s so, I mean that is so powerful
when you start to see things from a different perspective ... the whole
meaning of the world changes. So how am I going to change? Or would
99
In ^ete’sTo '*««>'»« to «*
see? I mean, that's incredibTe S’fso^rong^ P°Werfu1 ' You
To .his student, i, was no. jus, living in another culture or speaking mother
language that created that change; writing, she says, "is more deep," more intimately
bound up with your "identity, culture, personality, whatever you wan, to call i, " And
because your personality is so bound up with your writing, making a change in style
seems at best, unnatural:
A: (When I tried to go straight to the point) I was like, putting things
that I didn’t want to put. That was aggressive to me. In terms of,
OK, I want to look at this subject and this is the way it will come,
like easy. And what I had to do was, every time I get those
thoughts, I looked for other ones. And in that sense it was
aggressive to me.
Q: To reject your own thoughts was what felt aggressive to yourself?
A: Yes, urn hum
. . . Not a thing that I was going to die, but I was
mad
. . . And I was really mad sometimes. If I was mad it was
because sometimes I felt as if something was going against me.
The political activist from Indonesia, whose culture had taught him not to talk
about himself explained what it felt like to "finally take a position."
A: I have to learn how to express position, right? And I learned it
from (reading) some dissertation. And then I took a class Inter-
Organizational Development, and I did. Very clear position!
Q: Oh, did you?
A: Yeah.
Q: And how did you feel about that once you finished your paper?
Did it seem
. . .
A: I was stupid.
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Q* It seemed stupid to you.
A: Yes. Because this is, this is because I come from a culture where I
can’t, I cannot, we don't have culture of agree and disagreement,
so this is very difficult.
Q: You felt you were attacking people?
A: Yes. I felt bad. I mean, when I met people and "I - Oh, I’m
sorry." I shouldn’t do that like this. I shouldn’t do that.
The writer from Nepal tells how difficult it is for an adult student to change:
A: Imagine a person who comes from that kind of (indirect, polite)
culture, spends half his life, 30 years, 40 years, writing, working
with people, even ... it goes even deeper when you go to
villages. People are very much sensitive in the village. And if you
find a person who had been brought up in that kind of situation,
had lived there for a long time, spent thirty years, come here, for
one or two years, and do you expect him to be changed? Do you
expect him to change his style? Yes of course he can
Q: Can he?
A: Aaah, to some extent. He can learn new vocabularies. He can use,
uh, one or two forms of, or styles. It’s kind of, if you know, if I
am given a format, like introduction, this this this, it would be
very painful for me and I at the end I feel I haven’t done anything,
I haven’t written anything.
Q: Um hum.
A: And it might turn out to be an excellent paper in this system, but
for me, it’s nothing. For me, I mean, I won’t be satisfied, that’s
what I’m saying. I won’t be satisfied, you know?
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A. the same time, this student talks with some pride about how he has
,earned to
be more three,, both in writing and in speaking. He didn’t ready recognize how he had
changed in his three years here until he spoke to some Nepalis who had come for a
Summer Institute in Literacy that he had helped pu, together. One of these gentlemen, he
told me, was a "professor type" who was here from UNICEF, the kind of person this
student was used to being very deferential with at home.
A: And he said, well, I am trying to create a resource center at the
UNICEF office that would help this literacy campaign, you know,
grow, and then I was giving him some suggestions, "You should
do this, you should do that, and these are the way and you know,
this is how things are handled here," and he was looking at me
like this (stares at me in mild amazement).
Q: Um hum.
A: And I would never say "You should do if to a person like him.
But I said You should do it, you have power," I was kind of
putting him on the spot because he has authority to make
decisions, and I thought that well, that would be a good way to
start with.
Q: Yeah.
A. Because he has power and he can affect the system
. . . And he
was looking at me, and then I realized that well, it was too much.
The Brazilian student also expresses this feeling of being in between two cultural
styles. At first, adapting to the new style was like "twisting my mind. It’s almost like
doing something to please someone. Because it wouldn’t be my natural way of doing
anything.
"
But after five years, she has noticed that her style is more American. And it is
not only her style, she says, but "my way of thinking that has changed."
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a:
... now I have problems when I write something in Portuguese,
and I can see I use the same style in Portuguese that it's kind of
hard sometimes, to let things flow. Even when I'm writing letters,
my parents notice that difference, that my letters now are so dry...
Q: Oh my goodness.
A. So pom pom pom. (laughs)
And not only the thinking and writing style, but other things about her personality
have changed
I got feedback from my friends, when I go back home thev savsomething weird, the way you are talking now" (laughs'! AnrMt’*
* S
*£rsK-s-S -
sn -linear, i said. Oh my God I don’t want to lose that."
To this student, however, the change, though "painful" was a gain for her.
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something’
“ S "0t hke taldng somethin« away from me or killing
The Korean student is less sure that the change she has gone through by being
pressured to speak up and write in a direct style is totally positive.
Q: Do you feel your personality has changed
A: (sighs)
Q: ... by going through that?
A: Of course, you know!
Q: Oh really? Tell me about that.
A: I was really shy. I didn’t talk much but I know that I should have.
But at the time, being shy was good. Because that was the way I
was brought up. I have to be polite, I have to be quiet, I have to
smile a lot, and not talking too much, and give the opportunity of
speaking to other people, you know, just step back. But now! No,
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not anymore (laughs). I know I should be more direct, I should be
more talkative, I should be more aggressive.
, have been changing
a lot
Q:
A:
And do you feel you like the way you have changed?
Uh, not really, sometimes. Sometimes I kind of look back on what
I have been doing. Am I going up in the right direction, that kind
of question.
Whatever students feel about the change Uta, is required of them, if they are here
long enough, drey realize what an enormous shift drey are being asked to make. But even
if they don’t mind taking on a new personality, they sometimes find it frustrating not
having any idea what the changes are that are called for.
The student from Somalia says:
r?,n
the norms things like that, so I can try to uh, conform to that ’soca graduate, so I can achieve my objectives in here
But finding these things out is a daily trial for this student. "I came here to learn,
yes, but I didn’t give so much thought before, that these terrible problems I would face,
I couldn’t envision these terrible problems I would face. What I was looking for was the
knowledge.
"
Not knowing how to interpret the new culture or how to adapt to it car. cause
your confidence to falter. The Chilean student says:
My standards for myself are usually very high. When you come and seeyourself performing like a child, you really have to have a real big self
f-l
t6em
i.°^
kmd ° f SUpp0rt Because U ’ s for a long Period that you talk
like a chdd, you write like a child. And that makes you real insecureAnd if your self-esteem is not good, you could die on that. I remember in
Chile I was doing very well in my work, I was having a lot of success
^ TTL^o
S
o{
eeIing very happy about jt - And my husband (who was already
at UMASS) wrote me and told me, "Please remember all these
experiences because these are going to be your support for your two years
here because you feel so stupid when you come here" (laughs).
The Somali student agrees:
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For the Nepali student, the pressure to "improve" his style, when at home he had
been a professional writer, caused a drastic loss of confidence after he had been here for
three years.
Ibegan to feel Gee you re stupid." And you know, "You can’t write "^at vo ice was coming right from here, from this culture, from thiTcontext and the other voice which was with me was saying "Don’tv^rry don’t worry, you may be bad, you know, at EngSh (wh°di was
Vi™**
1
’
^
IS was ™ly £ree years since 1 was intensely uh, havingy
-
,
I\0W ’ contact w,th English) and that voice was saying, "You’re allright, don t lose your confidence, you can do fine, you can do better iustry to learn the ideas, you don’t have to concentrate on language ’ itgot very tense between these two voices, that sometimes I would feel vervdepressed. I would feel, "You are really stupid." And then I feel like 1^don t want to do anything, and you know, that manifested in other kind of
Tk'
1 W°U,d juSt Sit watch TV
> don,t do anything, don’tead, and begin to worry and think about home, and so, it was really bad.
Loss of confidence and depression, these students say, sometimes create
resistance to writing anything at all. And what adds to the resistance is a fear of the
process of change that they sense they will have to go through in order to write in this
new style. The Chilean student who I had in my writing class her first semester at
UMASS, was trying to produce her first paper - an opinion piece - in this new cultural
context. She came to see me several times with confused drafts, telling me how stuck she
felt, how impossible it was to get anything on paper. Later, reflecting on the process of
writing this paper (finally finished and titled "A New Way to Write") she says:
I didn’t want to feel superior. People in my country, now I could say
(says with mock authority) "They don’t know how to write because they
write different. " I was rebelling myself to write. I was afraid of being
acculturalized. I mean, it’s OK to be acculturalized because it helps me to
survive here. But I didn’t want to deny my past. My question was how
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A Japanese student says much the same thing:
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originally had. And that was such a, such <m ncredible fea^ Sot Ithe paper (Shen) I finally accepted, "Well,?may have toT* d
Resistance to changing one’s style also can be the result of insensitive feedback
from faculty. On the first day of class, the Japanese student had told the group that she
was there in part "to try to get over some of the bad experiences during her first year
when a professor told me to go back to Japan because my writing was so bad." In a
later interview she told me:
rnn»o»
eme
h
nber
kl
hal (a few
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,ears ago) 1 went to see my adviser at Smithcollege ~ horrible person. He told me to go back to Japan because I
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. . . and their response wasWeli he s got tenure (laughs sarcastically). I still remember the day I
walked into his office and I started explaining about my papers, my ideas
what 1 would like to do, and he just cut me off. "Stop beating around thebush. This is America! You have to come to the point, right off! I have
five minutes for you!" I was behaving out of my politeness, not to get
into the issue right away, giving him the background first
I began to see how this experience had translated into perhaps unconscious
resistance to writing by observing this student in class. From my journal:
Sept. 11. First class. Who was there?
S - Japan. S had showed up in my class last year, saying that her
problem was that she just couldn’t make a point clear. She dropped the
class, though, after the first session. This year she looks dismal;
depressed and resigned to be ill. She has been told by several instructors
to take this course, as her writing is absolutely terrible. Does she agree?
Well, yes, she says, it’s sort of a joint evaluation. She seems only slightly
cheered by my speech about styles being relative
. . .
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After the firs, writing assign™, (the opinion piece) she apologized for being
azy, she had only worked abou, five hours on her paper. When I read i, I was
surprised a, how inadequate it was. From my journal (October 11):
had she not done the assignments A nri ni, < , ,
references? And why was her writing
she used no
confused that I couldmake no sense oHis wh!8
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But resistance to writing may have started long before these students come to
UMASS. A Sri Lankan student told me that her resistance may have sprung from
personal and political issues far in her past. As we were talking about her problem with
writer’s block, this student told me she didn’t understand why she doesn’t make sense on
paper when "nobody has told me I don’t make sense when I talk." As we talked through
the ways that writing is different from speaking and how to structure a paper in the
Western academic style she listens carefully and then says:
A: But I was trained to do all those things! How to quote, how to
. .
.
(silence). You know, I think I have a feeling about what my
problem is. I think I (pause) I was out of school at the age of
about 20 and then did not continue my education for about 7
years. That was the peak time I wanted to write, I wanted to read,
but I had to abandon that.
Q: Mm..
A: And then had to go back to school only because, not to very much
focus on my development, but because I wanted the degree.
Q: That was your undergraduate degree?
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A:
Q:
A:
Q:
Um hum. So I was there to get the technicalities, to get the
degree, but not to really develop. I didn’t like that situation.
Uh huh. So you didn’t apply yourself as much as you might have?
I didn’t develop myself internally. I feel that (writing) is a skill
you have to really develop, very intensely and very powerfully and
continuously. When that is broken, uh, because when I was young,
up until I was around 19 or 20 I wrote beautifully. My friends
have said this, and I have got As, As; my teachers have liked
them. I was able to come up with an argument and then support it
and then at the end even, actually I had even given positions, on
history papers in advanced level classes in the (high) school. I was
able to argue, prove or disprove, take positions. But I had to
abandon that (with an arranged marriage and removal to another
continent).
Uh huh.
A: And perhaps that forcing myself to be out of that situation that I
would have liked to continue, maybe I resisted for a long time.
My removal from where I wanted to be, I resisted my own
development.
Q: Why do you say that?
A: I was very angry. I wanted to go to school, go to university, get a
job and be myself and I didn’t have the opportunity. I was
uprooted.
Q: Uh huh.
(Very softly) So the thing was, I was angry about everything.
Because I was not in a place because I wanted to be there. I was
made to.
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Q* Mm.
A: I don’t know if that has anything to do with my writing, but I
think yeah, because if I had that continuation I would have done
differently, probably. (Silence)
Q: Do you think that worked on your self esteem, your self
confidence?
A: I don’t know, but all my letters were stolen. I didn’t get my letters
from my friends for about 3 or 4 years. Because, see, the letters
didn’t come to the house, letters were distributed to the school
(where her husband worked), where they got opened and read. I
know, because my friends have told me.
Q: What was the purpose of that?
A: Because I resisted many things, the person I was with thought that
cutting me off from the rest of the world might turn me around. I
mean, that was the purpose. Which really worked against
everything. That was definitely the wrong tactic (laughs). That,
urn, (pause). That was like a sharp knife on my own development.
Anything else, if only the letters had come to me
. . My father
passed away and I got to know after six months through a letter
somebody has written to somebody else. ... So writing was a
problem. I was not allowed to write. Because I expressed myself
in my letters. When I wrote my first few letters, they were opened
before they were mailed. So I don’t even know if they were
mailed at all!
Q: Oh.
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A:
... I was not allowed to write, I was not allowed to read - not
anything I really wanted to read. Terrible, it was terrible. Total
censorship.
Faculty feedback on this student's
"poor writing" had the effect of increasing her
resistance at first.
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Because faculty are unaware of the issues that the students are raising for the first
time in these interviews, they tend to give feedback based on their limited perceptions of
what students need to hear in order to "improve" their writing. Almost evety student I
interviewed mentioned that poor feedback created problems for them. Students are
particularly irked that faculty do not recognize the validity of the style of expression they
come with, or that they believe that because students don’t behave or write in the
Western style they are not thinking at all.
As we heard in the faculty interviews, for example, there is the impression that
students who write confused papers are simply not thinking clearly:
I think that here in the United States especially we work hard atour young people to verbalize. Everybody has to participate
8
youngsters have been brought up with the idea to verbalize and try to
lo easily express i, ... and totr “s£t£ into
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The Korean student counters this:
ui, i mean, implication is there. So sometimes that hurts us. I don’t kno’
otT flf/th
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em ‘ But should separate them. Thinking isUK, and then thinking is not a problem, and then there is the writing.
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A Sri Lankan student says:
A: When I wrote papers in the beginning, the professors would tell
me • You have to improve, this is not good writing. You need to
work a lot on your writing." But they were not able to either tell
me how to improve, what I should do, where I could go to get
help, but they just told that this is not good writing. The writing is
not good.
Q: Did they give you specific places in the writing, where they
pointed out to you this is not good and why, why this is not good?
A: Yeah. Some, sometimes, one or two times, I uh, a couple of times
I had to ask how could I improve. I was very helpless.
Such feedback did not help her state of mind:
A. I felt like a third grade or the fourth grade person here, in this
community, who is a misfit. And I didn’t want to continue with it.
Of course I had circumstances that uh, that forced me to stay. And
really. I’m continuing to stay. Really there is no way, you know,
that I can do otherwise. There are goods sides to being here and
wanting to have the degree. But when these comments were made
on my writing I felt very, very unwanted and very put down, and
uh, and uh, Oh! I felt very (pause). You know, I was very
depressed. Very depressed.
Q: Um hum.
A: Because I did not know whom to talk to. Whom to reach out to, to
say this is how I feel. Because I thought by saying so, I’m digging
my grave more.
Q: (laughs)
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A: One inch more than I'm there now, in my grave.
Q: Um hum.
A: So. So you know, in a grave-like situation (laughs).
Q: Right.
A:
... I was like a fish out of water, always, you know, feeling
unsure of myself.
. . I thought everybody might be laughing at
me. I thought I don’t know what these people must be thinking
about me, where I might have come from. I don’t know whether
these people know that I have a culture of my own.
Q: Um hum.
A: That I have parents for that matter. Not just parents, you know,
(worthy) people in general, in my society. Sri Lanka has the
highest literacy rate, and in history it has a very good system of
education. Most women go to school up to college level. And what
must people here think of Buddhists? Are we a passive group of
people? Can’t we do anything without being told what to do?
.
And I thought my gosh, what is this? You know, that kind of
feeling.
An Indonesian talks about her confusion about the feedback she got while she was
struggling to understand the culture:
A: ... I got a very bad mark, a lot of red marks
. . .
Q: Um hum.
A: And I also, I mean, I lost my self confidence at that time, because
the professor also was thinking that "You are struggling with your
language too. " That’s true, but when he said that I feel more,
well, miserable, I felt miserable, that’s right
. . . Red mark in
Indonesia meaning angry, very angry and very bad.
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Q-* Oh, I see.
A:
... Before I saw him I thought about this, he really (must be)
angry, or he really put me in the corner, I mean, he just kicked
me out, I said, "Wow, I shouldn’t taken this course." But then
my friend encouraged me and said "Don’t think about that, just
come and see him." So I come see him and explaining, and he
said, "I really didn’t understand what you wanted to put in your
paper. I have read so far but I couldn’t catch what you mean. ."
(And then) I thought, well, colors doesn’t mean anything here.
nte student from Cote d’Ivoire chides me a little bit as his writing teacher for
feedback I gave him in class:
Q: Can you tell me about some other negative experiences that you
had with feedback
.
A: Mm. Mm. Helen, I think on that precise point, you and I have
already got a small history (laughs).
Q: This is true.
A: Yeah (laughs). You know,
. . . it’s not that we always want
feedback to be necessarily positive.
Q: Uh huh.
A: But even though is should be negative, there is a way to put it.
Q: Uh huh.
A: For the receiver of that feedback to feel confident and comfortable.
You see? And this is particularly the point on which I insist most.
Q: Uh huh.
A: You see?
Q: Uh huh.
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A:
Q:
A:
Q:
A:
A student could have done something really wrong, but
is a written or oral comment there is a way to put it.
Uh huh.
even if it
For him to feel that, yeah, oh yeah, it was not right what I
and so he or she is suggesting that I do this or that.
Um hum.
did,
But when I come in and I say, uh, "I’m sorty, but, heh, this, this
has no sense, makes no sense." It’s like
.
. . there's no way that
the receiver of the feedback, be it oral or written, could be
comfortable. You see?
Uh huh.
A: So this is the point on which I would belabor. Otherwise I think
that feedback could be positive or could be negative but the giver
of the feedback should be a very, I would say a very talented
person.
Q: Uh huh.
A: In the way of approaching it.
Sometimes students are confused, bemused even, by professors’ comments on
their papers. The Somali student told me:
A: I remember some person saying "This way of writing "center" is
wrong.
"
Q: Center?
A: I write "center," you know, you can spell "center" in two different
ways?
Q: You mean center, "c-e-n-t-e-r" and "c-e-n-t-r-e? M
A: Yeah, and to me, this wasn’t a point that a professor will consider
and look at.
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Q: (laughs)
A: I thought it’s not a big deal.
Q: (laughs) No.
A: I thought if it’s this way or this way. it doesn’t matter, it’s the
same thing.
Q: OK.
A: So the professor says, ”This is English and this is American.
Please use one.
"
Q: And not both.
A: And not both. I, uh, when I looked at that it seemed like it’s OK,
but I don t see the point behind it, you know, as such. I can
understand you have to use only one style. But what does it mean,
does it mean one’s better than the other? You can’t put a value on
that. That’s what I’m trying to say. I thought that the feedback that
the professor gives might have value thing in it.
Q: Value judgment?
A: Value judgment. Either this sentence, this thought you expressed is
not good, or it s not clear, or whatever. But when he says use one
of them ... I don t know if the professor is putting a value on
that. There are other words or expressions that might be English
and not American that I wrote, the professor would like or not
like. I don’t know. So confusion settles in.
Q: Yeah (laughs) Right. Uh huh.
A: It s trivial, but that’s one of the things that when you are writing
something you may have your own values, in terms of which ones
you use, British English or American English. But I don’t. Both of
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them are para, lei. Both of them are English and Pm lucky if
,
ge ,
one of them.
Q* (laughs)
A: OK? (laughs) So uh, let’s extrapolate that into you know, whole
complex sentences or
. .
Q • Um hum.
A: Where the professor might see it as not clear, or simple-minded,
or whatever. I don', know. I can’t pu, a value on this. It does not
support me in terms of dealing with the anxieties, frustration and
confusion I have in dealing with the language and the culture, in
meeting the requirements.
Most students do agree that they come from school systems in their own countries
that do not support confrontation, argument, give and take on equal terms with a
professor, or "critical thinking."
The Mainland Chinese student, for example, who in Beijing had done two
undergraduate majors in Library Science and Chinese Literature and Languages and was
now doing her second master’s degree in Psychology at UMASS says:
We don’t usually speak out our own opinions, even in an academicdiscussion. An idea will flash in your mind, but in Chi™ Tf voITwant togive a new idea, you need to think well, be well-prepared becauseteachers and old people don’t like young people to criticize. If you give anew idea it might be negative to old ideas and they are fond of old ideasThis is very different from an American student - when an idea flashes inyour mind you could speak out, and others will develop the idea.
A Japanese student says:
One thing I was never taught in Japan was the concept of critical thinking
I used to feel guilty (in Japan) because I was too critical. In Japan
teacher teaches, students take notes. The better you learn what teacher
ays, the better student you are. As soon as you question a teacher it’s
2“- W? ^ smart, to carry on an academic discussion with ateacher. And then there s the peer pressure. Questioning will cause
ostracism.
. . So now here in the States I have to use critical thinking at
every moment in graduate school.
. . Japanese are so eager to createharmony, you just can’t break the harmony.
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The Somali told me that even though written analysis was a "different level of
•difficulty" than die kind if repetition of others' ideas that is expected in school, in an oral
socety, debate and critique is natural. When I asked him what kinds of debates he has
participated in, he told me:
A: Well, it’s hard to take examples from my experience because it’s
diverse. I’ve been a student, a teacher, a political activist, well.
I’ve been working in diplomatic agencies so I don’t know where to
take ... but if I describe my society, the kinds of arguments and
debates going on among the society, it might be a cultural debate
concerning modern values versus the old values.
Q: Yeah.
.
. . Another might be values relating to government, economic
way of running state versus the old social structures.
. . So, uh,
there are other arguments, not arguments but debates.
Q: Uh huh.
A. Which might be called politics. And in my own environment that
is a very complex topic.
Q: Politics?
A: Uh huh, because of the nature of our society and because of the
legacy of colonialism
... So politics is not a matter for
politicians, it s a matter for everybody, rather than here, you
know, there is a group of politicians that represent the population.
Now down there everybody is a politician.
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Q: OK.
A: So there are a lot of debates generated front there. There are other
kind of debates among scholars, either Western type of scholars or
in religion. You know, there are religious debates going on all the
time
. . .
Q: It sounds like there is ample opportunity to express your own
opinion in all these things.
A* In anything! In anything!
A Sri Lankan student told me that in her traditional culture, analysis is part of
everyday life.
Q: What do you mean when you use the term "analysis?"
A:
... back home when we think of analysis, it is a way of looking
at the pros and cons of a given situation, a given incident. And
then coming up with a set of conclusions that we could carry on in
future. Given this situation this is what could be recommended for
the future.
. . But then we need to understand that in context.
Context plays a very big role in understanding events that happen
back at home. Like something that happens at the temple, you
need to know who were there, what was the day like, and why
was it a failure or a success or a happy occasion, or a very
mournful occasion. So we just extract meaning from the situation
and prepare our minds as to how we should go on.
The student explains that an incident that happened at the temple might involve a
person acting inappropriately, and the elders analyzing the situation by considering where
the person came from, how the incident occurred, as well as the person’s family
background, and then come to a conclusion about whether or not the person can be
excused and how to talk with the family to see that such a thing doesn’t happen again.
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In doing this analysis, she says, the elders wouldn't say, "she did A, B, C and D
Tltey don', have to." Instead, they would use a proverb which would le, the people
know how the person behaved, how that behavior deviated from the expectations of the
culture:
way to young XnTbetoed Ttteevem you'n^n^haTCto'h
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:
there have been various repercussions and various con^que”es
’
Using narrative is also a way to analyze a situation, this student explains. In her
culture, the monks at the Buddhist temple use this technique in giving a sermon that tells
stories about Lord Buddha’s life.
But the entire sermon is an analytic piece of work bera.i^ u/h^t th* ™ i
anyth' ^
d° ' S Speak t0 3 group of PeoP,e t0 say "How would you
°
pply this in your home situation?" y
This is what happened
This is how it happened
These were the repercussions or consequences
And this is how it was interpreted
By this one
By this one
Or that one
Or that one
And then the final, you know, monk’s comments.
Then the monk would ask the people to reflect on the situation to apply it to their
daily lives. "So it’s up to the individuals to reflect on that and modify, come up with
their own way of looking at things, their own way of doing things."
In other words, the monk’s stories are the analysis, in a sense, as they are meant
to show in an indirect and poetic way how people can draw meaning from the stories for
their own lives.
Now the monk doesn’t say "Now please note ..." (laughs) "Here the
results are A (da da da da da), B (da da da da da)." He won’t say that.
Then, the meaning is lost. The effectiveness in lost in our society. That
120
HIT’ *
hat P°Wer °f h0U“nS the audien“ »nd that respect it demands
In Somalia, too, "analysis" is done differently.
... in academic setting here in the US vou are rennir^H t
more specific line of thought from general D
1 COme up Wlth
g^aL^orne" T"d 7 ““ “
notion, scientific way of thmkine'and vmi
3
^ °
f th® scientific
>
you know,
The Japanese student preferred to talk about "logic" rather than "analysis."
A: Uigic is a Western concept, so I'm not sure there is a Japanese
logic. But clearly the way we form ideas and the way we write
and the way we express, there are major differences. Uh, Western
logic is more like outlining stuff, and comes along with a strong
statement.
Q: Uh huh.
A: Japanese writing is more subtle, more merging into, you know, all
kinds of information merging, and sometimes you can’t tell the
personal opinion from the opinion of other people, to you know,
other things. And they may not be interested so much in
documenting their ideas. If they say so, it’s theirs!
Q: Um hum.
A:
Q:
A:
Q:
A:
If I say, "Well, this research doesn’t work," they’re (sic) saying
that it doesn ’t work
! (laughs)
Um hum.
You still have to give reasons, but not necessarily in the way you
have to give reasons here.
Could you give me an example of that? Giving reasons to back up
something in Japanese?
Using my personal experiences.
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Q: Urn hum. Is i. OK in Japanese ,o generalize from your own
viewpoint? I mean, if you’ve had experience working with small
children, is your experience just as good as someone who has had,
say, fifty years experience working with small children?
A: (Nods)
Q: That’s interesting. But, say, if people were sitting around and
talking, probably someone’s opinion would be given more weight
than others, right? Depending on the status and their age and
maybe on their experience as well?
A: Sometimes you can’t tell the difference between your own idea and
your supervisor’s idea.
Q: Oh, I see.
A: Uh, ideas which are commonly used in the department, we just
don t make a distinction. You can’t write anything which is against
the policy of your own department. If you do that you aren’t going
to get any job recommendation. The relationship between professor
and student in Japan is more like master and apprentice.
Q: Uh huh.
A: So, uh, if you get to the kind of mode (laughs with gentle
sarcasm) when you’re an apprentice and you are to learn the
thoughts of the master, you just don’t have a critical perspective
and you use less self-reflection. And uh, so, there is no clear "I."
Maybe you’re using "capital I" as "you and all the people
influencing you."
Q: Because it’s more of a group society and what the group believes
is more important than what the individual believes?
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A. People in Japan talk about individuality but they don’t have a clue
to what it is. They don’t know how limited their interpretation is.
Interestingly, the only person I interviewed who claimed to have "no problems"
came from Cape Verde, where she had a privileged education, both at home and in
France and Portugal, had studied seven years of Latin and Greek, and had majored in
Romantic Philology and French as a Foreign Language. She had written "individual and
group papers," as well as:
A.
... many theses in different disciplines - it’s a kind of deeper
research in some specific subject. For example, I remember to
work one of the Portuguese literature.
. . the birth of Brazilian
literature. I did this research. And another time I did a research on
Camoens. The most humanistic Renaissance literature. Fifteenth
century.
Q: Who’s that?
A: Camoens. He’s the Portuguese
... you know when you tell the
language of Camoens is Portuguese as you say Italian is Dante and
the language of Shakespeare in English, we say the language of
Camoens is Portuguese.
Q: Oh.
A. Because he was the most renowned poet and writer.
Now that she is studying education, the subject matter is different
but the research process is quite similar:
Q: (You have to) gather the data, gather the things from the library,
quote the people, use the bibliography.
A: Yeah. The scenario. (Laughs) You go to go to the library. Yeah.
You talk to people, make interview. Yeah, it’s similar.
Q: And quoting people for evidence, is that similar?
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A: Yeah.
. .
Q: And the same kind of list of references, bibliography.
A: Yeah, at the end I present the reference and page and the edition
and so on, the title and author.
Q: So the form is quite similar, and the kind of research you had to
do, going to the library, that was all similar.
A: Um hum, um hum.
Q: So when you came here, you had, it seems, two things that were
different, first the English language and secondly the subject
matter, which was different.
A: Um hum.
Q: Is there anything else that was different, such as giving your own
analysis, your own opinion, uh, were you expected to do that in
Portuguese as you are expected to do here?
A: Oh yes, they valorize the more original work! The more original
it is the more you are valored. And if you get to write something
very very important and original, if you found a new side, you get
published! (Laughs)
Q: It sounds very European. Very tied to Portugal. Is that true?
A: Yeah. It’s true.
. .
It seems that "analysis" - the kinds of evidence, originality, documentation and
form that have made their way into American education from Greek and Latin roots had
thoroughly permeated this student’s education as well.
And although this student probably had more difficulty with English than most
CIE international students, her attitude regarding faculty is strikingly different from the
others I talked to:
I don’t have any special frustration. What I expect an adult is having the
teacher adult, is to understand my, my problem. How to say. I don’t have
any problem. What I expect is that the professor understand that I don’t
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Though she had negative feedback from one professor about her English skills,
most professors were very supportive. Perhaps Utey somehow recognized a common
bond, a common idea of how students are "supposed to" think and write:
They make me feel, how to say comfortable "Writo
toe way you know, what is easy to writ?' And^o I S'6? y°U waW ’
Ideas, not my language skills. y
' Say
’ note
And so the students have spoken. Should I now analyze, cut up what they have
said into pieces, and examine the dismembered bits under a microscope? Should I
categorize, prioritize, interpret, conclude and take a position on what they have said?
Eventually, 1 will have to, for that is the "analytical" style I have been taught and that 1
am comfortable with; the style that "makes sense" to me and to my academic audience.
But out of respect for the friends who have told me so much; so much that was personal
and difficult, so much that they perhaps have never told anyone before, for the moment,
at least, I will leave their voices in peace.
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CHAPTER 5
INTERNATIONAL STUDENTS’ WRITING
When Robert Kaplan (1966) examined six hundred writing samples of
international undergraduates, he found the now well-known cultural types of paragraph
construction - Oriental spiral, Semitic parallelism, Romantic digressions (in contrast to
the English "straight line" construction) that he maintained came from the students'
language and cultural thought patterns that exist as an inherent part of their native
language. Just as Whorf and Sapir had identified the word as the important element that
tied different language speakers into different ways of viewing the world, so Kaplan
claimed that the larger unit of discourse would also follow patterns unique to the
structure of language itself. If patterns of paragraph construction were tied to the
structure of language and thought, then it would be only natural that papers written in
English by second language speakers would sound confused and "out of focus" to the
English speaker (Kaplan, 1972).
Kaplan’s observations and speculations about linguistic structure are important in
understanding the differences in writing styles across cultures. But as we have seen, the
kind of "analytical" writing expected in the American university, especially at the
graduate level, is not only linear structure (or as one student put it, "Main point - A -
B - C - D - Conclusion"), but many other things, including an acceptance of the idea of
cutting things up into pieces and examining them one at a time instead of looking at them
holistically or as part of a larger context, a demonstration of the types of proof that are
considered appropriate in a scientifically oriented society, the expression of a particular,
individual point of view, and the use of "aggressive" vocabulary and appropriate
transition words which might depend on your role and status as well as on your sense of
"logic."
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Because "analysis" is a whole world view, writing to meet the requirements of
the Western university means that you need to shift your vision from the way you knew
the world before, and that you understand the culture well enough to know what you
have to do to make the shift. Also, as students have told us, taking on a new way of
seeing and acting in the world means that you have to be prepared to evaluate your
original world view. Even more than that, you have to avoid resisting this new
perspective, something that might be quite difficult to do, because of your country’s
experience with colonialism, racism, or the culturally superior - or at the very least,
culture-bound - attitude of the Western university towards other people’s views of the
world.
Furthermore, even after you understand and accept the new world view, how you
do analysis depends on how you view your own authority to speak on the subject - or
even speak at all. Your ability to analyze depends, too, on how you view the authorities
you are expected to quote or critique, and what you believe your audience will think of
your ideas ("which might be negative to old ideas - and they are fond of old ideas").
Because of these complications, we would expect that international students’
papers might look confused" not only because of the differences in linguistic structures
that their language might dictate, but because of a whole range of intellectual and
emotional factors having to do with culture, personality, previous education, and
difficulties with the English language. Furthermore, since students tell us they are thrown
into confusion immediately upon their arrival and continue to feel this confusion while
they try, more or less successfully, to figure out the new culture, the new world view,
the new demands for self-expression, we might expect that their papers reflect a great
variety of influences: their previous writing styles, their current confusion, and their
attempts to adopt the new way of making sense of the world. Students I interviewed were
often in between two styles, two personalities. Some, who had been in my writing class,
were trying on the style I was telling them would help them "accomplish their objectives
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here;" some were finding it uncomfortable, others were game and willing to give it a
try, stdl others were blossoming and exhilarated. All these states of mind, and certainly
many others, were reflected in the writing these students produced, both for my Cass and
for faculty at CIE.
nie Students I interviewed are older than Kaplan’s undergraduates; they are
between about 25 and 48, most are mid-career professionals, successful in their own
countries as writers, political activists, development workers, teachers. Highly educated,
these students had made their way through tough examination systems in their own
countries that weed out the vast majority by the high school level. They come to graduate
school at UMASS with political and personal histories, with an intense consciousness of
their country’s colonial past. They are struggling to survive here, "facing terrible
problems" on a daily basis, although they are almost inevitably cheerful, keeping their
feelings of confusion to themselves, either because they were taught to do so, or because
they find their new environment fast-paced and cold, or because they are afraid to "dig
their grave deeper" by admitting that they need help with their writing.
So when I look at these students’ papers, I don’t see much evidence of Kaplan’s
doodles," the neat cultural patterns of paragraph construction. I see writers struggling
with a second language, sometimes using too many words; sometimes, choked by
writer’s block and intimidation, using too few. I see writers relishing the opportunity to
give their own opinions for the first time, while others are finding ways to avoid feeling
"stupid" by doing so. I see students still under the spell of authority, quoting big names
and fine words without really having digested their meaning, in order to make their
papers look sophisticated. I see papers from students who have come to us from the
sciences, where they have written only lab reports and taken multiple choice exams, or
whose experience with written "proof" has been with high level, abstract mathematical
theory. I see students struggling to make sense of the new culture, students who are
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resisting the changes they sense they ate being ashed to mate, bod, in their own
personalities and in their fundamental views of the world.
In order to see some of these
"difficulties- a little more clearly,
,e, us tahe a look
a. some of the writing that the students have agreed to share with us.
. have in some
cases edited the surface features: grammar, punctuation, spelling, in order t0 make ,,
easier for the reader to focus on the "analysis."
A - Chile, "Maybe I am More Obedient to the System"
we will start with A, the student from Chile, whose paper, "A New Way To
Write" was one of her first attempts at the new style.
A New Way to Write
Nine months ago, I arrived in the United States Marw thinhave happened in my life since then Hnn ny t1hm9s .
is
1
q\j Ite
3
dlffe renTf m Hefcfre' ?fma stJdenT'-
emotions. A new way to write.
This first paragraph was a triumph for A, as it was the result of a struggle to
suppress her normally digressive way of expressing herself and concentrate on a single
main idea. That struggle was made all the more intense by the subject she had chosen to
write about. She told me later in an interview:
Q
Q
Do your remember that first paper I wrote?
Yeah.
I had all this crisis, (laughs)
Yeah, you had a lot of trouble writing that paper, I remember that.
And you remember I didn’t know how to organize my ideas and
we had two interviews and what I did was to throw out all the
(drafts) because I was very emotionally involved, (laughs)
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Q: Yes, yes.
A: And after that I could settle down and really write what I want and
all that?
Q : Yeah.
A: Well that paper was the most important experience of last semester
(laughs) for me.
I asked her what had been so difficult about writing the paper.
A: The dilemma was that I had two papers, one that I really wanted
to write, but it’s like from the inside. I think what it is, you know,
you’re sure what you want but it doesn’t have a form yet?
Q: Um hum.
A: Or I can write a paper because I have to write a paper.
Q: Um hum.
A: So it’s like um, I didn’t know what to do about it. And talking to
you, it helped me clarify my ideas and I wrote one draft.
Q: Mm hum.
A: And we had two conversations, and they were very helpful. And
after the second conversation I came back home and I am thinking,
I find out, I kind of saw the paper, I had it in my mind, I
remember this is what I did — this could be very concrete -- it’s
like I draw a human being and I said this is me in Chile, and (I
drew another one) and I said this is me here, and (indicates a
connecting line) and this is the process. So I had the picture and I
put it on my wall, (laughs)
Q: Mm!
A: And I knew this is what I wanted to write about, I was sure about
that. So I put the picture on the wall and that was my guide for
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Q:
A:
Q
A
Q
the paper, and the paper jus, came out.
... And I think that's
(how I created a structure for the paper)
... I remember tha, in
this picture there were three components, Chile, me, the United
States and what is going on. And I wrote about that. I don', know
how I connected all that.
Wha, was the biggest difficulty in coming to the final version, or
why was it so difficult for you?
First because my English. You always feel you are not good in
English.
.
.
(And also) I was rebelling myself to write because I
was becoming acculturalized? Becoming more like?
Um hum.
Denying who I was?
Um hum.
A
Q
A
Q
A
Q:
A:
What I didn’t want to happen was to deny my past. So my
question was how can I learn how to write in an American way,
which will help me to survive here.
Um hum.
So that’s OK.
Um hum.
Without denying my past or how people write in Chile. And when
I was in the class, I saw myself in the middle, in terms of loyalty.
Mm.
And so writing the paper helped me visualize where I was. And I
guess it helped me to move one step forward. I can accept a new
way to write that is just one way. It’s not " The Way," it’s one
more way, and in this case it’s a new way for me, because I’m
new here. But there are other ways of writing, too. So when I was
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thinking ail this I feit that was the moment
, can write the paper.
And I can write more papers now (laughs). I was not rebelling
against writing (any more).
.
. . Something was kind of inside,
and once I was thinking why is this happening to me, and wrote
about this, 1 guess the rest was much easier.
From her paper:
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When I asked A where she saw herself how, a year and a half later, she answer
A: I don’t know where I am now. Maybe you can tell from the
outside. But things that I think are different from before is that
usually (laughs, with a kind of guilty admission) I learn from your
class that it’s a good technique to start with an example (laughs).
Q: Yeah, yeah. That’s true. 15
To illustrate this, A showed me another paper that she had done recently for a
class called "Oppression and Education.
"
Surviving Oppression: Our Bodies, Our Knowledge
She was returned from school two or three times a week "There
Set - l??-
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ergy
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ynder different medicines foro ty-five days. One morning while she was taking a bath she
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? Yes, I answered in Spanish. She was quiet for amoment, and then she started to cry. "No! No! No^ Yo no quiero
wLoTh'
\
Why? " 1 asked her ’ "A" the children at school arewhite, I don't want to be brown."
This was one of my attempts to help her focus on a single main idea.
132
By now, concentrating on a main idea had become much easier for A. "I think
I m more conscious now of putting one idea
Separate ideas, especially."
Per paragraph. I do that consciously.
^Id^nlfrom^He^m^backqrotfnds
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c^ThavtVy^ human bein9s
Many people in Chile do not have this luck Thpir x/niooo kMoppressed for years or generations can survive at the exoensp nf
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„““7 b°d'es. They do not raise their voices anymore theirbodies do not openly complain either, but you can literally spp the
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very old person. A twenty-five year old woman can look like'
a
fifty year old woman of the dominant group.
What I want to say here is that oppression can be much morethan a mental stage of awareness. It does not only have animpact on how I perceive and define my group or how I behave
nhvc n[
3Ct W
J
th otbe
^
s - °PP ression has a direct impact in the
bSdtes Tkills us'.
b°dleS ' 0ppression destroys little by little our
When I asked A what else was different about this paper from the way she might
have expressed this idea before, she told me;
If I had written this paper in Chile, I would have started first talking
about oppression in general. Then oppression in groups. Then talking
about oppression in persons. I would never think about starting to write apaper using this one personal experience and expanding. What I was doinghere was I came from one idea and then I expanded it, made it more
general. And I feel that that is something I learned here. ... A year and
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But A’s previous style was not jus, starting with a general idea, i, was something
more complex than that; something about her interest being more in the surrounding
context than in taking the subject apart. As she had told me in an early interview
sssrsxiiss is. -
“ 1 : Bu; for «*, this type of describing!kg'sno meaning for us, in terms of it’s so, too simple
.
17 * ’ hke ’
Since this student began to try to write in the new style immediately after her
arrival here, she had no papers that demonstrate the style she came with. However, the
certainl/^'^^^al^i^^me^od^hanl^^smbfMiris^d^cr^hi'np'h 0n *
why She w“ saying ftat
°"e Categ°neS
’
bUt that nobody in ** class «>uld understand
As I pressed her to explain her claim to me, the student talked about how evervnne in rhiip
muchfflte&Wdi, f°litichs Prea,eS u .niversi,y Bfe there, how she was not involtbdn in politics tor fear of the dictators ip, how a writer might critique a position from a certain
fra£
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d1® sdlden‘ movements in the university, about teachers who had beentrained m the S. who looked at the subject directly and not at the context the wav I was
fidfnfRPh
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out h?w ^dents had boycotted these teachers’ classes, about die rise andfall of Behaviorism in Chile as the political winds changed. Finally I said:
Q. You know, I ve noticed that in talking you’re doing the same thing you sav
you re describing on paper. J y
A: Yeah?
Q: And I’m expecting - not to say that it’s bad, but I find it really interesting.
I m here to interview you about your writing, right? And so I’m looking at
the subject (and saying) let’s see, what are the problems you have with
writing? And what you’re doing is, you’re taking writing and you’re looking
at the whole context.
A: Uh huh.
Q: Now you’re telling me about Behaviorism and the dictatorship and all this
stuff.
A: (laughs) I’m sorry, I ... I’m talking this way because I think that is the only
way I can make my point.
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Brazihan student offers an early paper that she wrote in my class (a personal experience
ptece on "American Culture") as an example of the type of expression that she feels is
common in Latin cultures. In this style, she tells us, "It’s your responsibility as the
reader to make the point, not so much for me to make the point for you, otherwise
everything’s already ready for you, you know?"
There is something difficult about beino in a Hiffpront
lust spoakmg a foreign language'ftte t
.pS^S^SS^'ln"'my opinion that is one of the hardest issues in coDina withdifferences. When is the right time to say "hello” or "hi" or starta conversation? When to ask personal questions or just beindifferent? Where and under what circumstances is it
appropriate to do such and such? Basically, human beinqs arethe sanrie, and have more or less the same potential attitudesknowledge and skills. So why are they so diverse? I think thatwhat changes is the composition of the different elements or theway they are structured based upon facts and circumstances Forinstance, Americans say, "Time is money," and money in a
capitalist system is something to be saved or invested in
productivity. It sounds crazy, and this is still my own opinion butthis idea can change the whole concept of time, and the way it is
tha
G
t are liveVh'
T,me
k
and sPace are tw° abstract concepts
ved by the way they are defined. I do not know whatcomes first: the system, the cultural values, or the people, but
whatever order they have, they seem to be inter-related
somehow. So, if I have to make a stereotype of how American
culture appears to me, I would say it is rational, dry, left-brain
oriented, individualistic, that it values individual initiative and
individual freedom, and that it is self-centered, diversified
nationalistic and proud of itself
According to the Brazilian student, the purpose of this style is
to be interesting; it’s almost like having a conversation with someone So
your flow of thought, when you’re thinking or when you’re talking to a
friend, you’re not talking linearly but you have a lot of other things going
on in your mind; sometimes you express them and then go back to your
first point, and then you go back again, and it’s kind of pleasant doing it
that way
. . . it’s flowery, more flowery maybe. Even the paragraphs, we
have long paragraphs that go on and on and don’t stop until your thought
is complete.
For contrast, the Chilean student showed me another recent paper, "My
Perspective on Oppression." As in her other attempts at the new style, she is
"consciously focusing on one idea per paragraph" in order to adapt her style to new
context. But even while she does this beautifully, she is uncomfortable with it.
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A: But (even writing) one idea per paragraph, for clarity, I still drink
that I am not saying things that I want to say. If I want to say
"ABCD”
- (I mean) one idea is "ABCD," if I fee | that I cannot
express "ABCD" together, usually what I do is write "AB." And
it s not that I have not considered "CD and E," it’s just that I
cannot put on paper what I want to write.
Q: Why can’t you put it on paper?
A: The reason I can’t put it on paper is that I am afraid it will not be
clear.
My Perspective on Oppression
hpll
1
!
rd f£r T t0 explain WHY oppression exists. I do notbelieve in the last or true explanation. I can only express someideas that can be helpful to understand why this process
continues. k
From my perspective, one way to understand this problem is thatwe - European Western culture - have created and perpetuated astructure of society that allowed this to happen. This is thedominance of one group over another. The process of how thishappened is very complex and I will just comment one thought.
The c°ncept of human being or self that we create and recreate
in Western culture helps to maintain and perpetuate the social
system We, oppressor and oppressed, perpetuate the concept ofthe self that fits with the actual and future models of
sophisticated oppressive societies. I'll explain myself.
was raised in a culture where human beings were seen as full of
sexual and aggressive impulses. To become a "person" these
impulses needed to be controlled. Since this is a hard process,
authorities (parents, teachers, church, God, army) were and are
there to help in this task.
Submission to authorities (almost any) is seen as something
natural, and has a positive value -- "She had a good education "
"He is an educated person." After the coup (16 years ago) the
new government divided the people of the country into two
groups, those who follow the military government and their rules
which were called "Chilean." And those who did not obey, or
follow rules, were called "humanoids," almost human but not
human beings yet. These persons were perceived as aggressive,
unpredictable, and a very dangerous "race." The military
oppression made sense to an important group of our country
because it fit with our definition of the Self.
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A told me that her husband, who is also Chilean, refuses to adapt to the style
required here. Although she tells him, "If you wan, to be pedagogical you have to be
clear," he sees no reason to change:
His position is that he doesn’t care Hp cox/c "tp
r» be bored." He is notgoingTo tahe om Zgs'lust^mXtnaT'’'
6
’
simple, more clear. I thought about it myself and I was thinking mavbe T
Z^e8rtrt,a0u^r t0 SyStem ' 1 tend t0 adaP' veJfwen.Tid I
B - India. "In Math
. You Just Write the Points"
Although B was in her third (and last) semester of her Master’s program in
Education when she took my writing class, she seemed relatively unaffected by the new
style. She had never written papers in India, she told me, as she had majored in science
and math, and had only taken multiple choice exams. Her first paper in my class, the
opinion piece, was called "Women Administrators in Education."
The Education Department can be compared to the heart of ahuman being where the function of the heart is to purify theblood which flows through each and every cell of the body Theheart has equal divisions to purify the blood. Similarly, I feel thatthe education department is like a heart to the society, which
consists of both men and women. I believe that the educationdepartment which the administrators control must also be divided
equally - between men and women - like the human heart to
purify and provide a healthy flow of education to build a healthy
community.
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I don t know ,f this metaphor is too artistic, like," B told me in an interview
"I
felt tha, ,0 show the importance of my idea , wouid try this metaphor,' B has difficuhy
imagining her audience. When
. ask questions like, "What Education Department,
Where? In India, or in the U.S7" she blithely replies,
"Everywhere! - as if every counhy
had a national department of education that exercised sweeping control over policy at the
local level in die same way her country does. Her confiision about whether the metaphor
was appropriate was another manifestation of her difficulty with audience. "I imagine it
depends on die personaiity of die one who is reading it," she says, giving me a guarded
smile. "Some people are more artistic, and some hold strictly to formal language." She
had guessed right; I had liked it, even though it didn't quite work. Dividing a heart into
chambers and comparing them to groups of people didn't fit my expectation of
parallelism, but it was a good try, and it stretched this student’s writing a bit beyond her
formal, almost stuffy style.
But what had bothered me was her tendency to a rather simplistic generalization:
Women administrators are normally hardworking and efficientThey usually dislike being the cause of delay as they are more
fmanp
U
Th
f
hf'u9 embarrassed and are more carefuUf their
^H9tho-
rhey t3ke C3re m min,mizin9 the damage to themselvesand their career as an administrator. They tend to be more honestand sincere towards their work and duty.
fhP nL
Vp^ po ' lte and so ls their behavior. They deal withthe people in a more decent and respectful manner. The have thepatience to listen and understand their colleagues and visitors.
We had talked about the need for proof in class, the difficulties one can run into
with overstatement. In fact, B had listed some generalizations in class as arguments and I
had told her she would have to provide evidence somehow, from the literature. So when
the same sentences came up on her finished paper, I asked B why she had used them.
What I was saying here was based on my experience. I have worked with
administrators m various positions at home. I have observed the women
and compared them to the men in the same department. And I have
noticed these things about women.
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It IS true, we had talked about using personal experience in addition to literature
to add weight to an opinion piece. But in her paper she had not mentioned her
experience, or fleshed out the details of her observations. My reaction to the paper might
have been different if she had given some of the details of her observations, placed them
m contrast to the opinion that women are not fit for important positions, and perhaps
given some cultural reasons why "women are more cautious of being embarrassed," for
example. Many of these ideas were in her mind, but hadn't appeared on paper. Why, I
wondered?
I had told her that references would help strengthen her paper, and that evidence
from studies about women administrators would be useful to help convince someone of
the generalizations she was offering. But although I had asked the class to find five
references to back up their opinions and had gone over how to quote and paraphrase in
class, B had used only one quote in her two and a half page paper, and listed two
references.
When I asked her why she had not used more references, B told me:
Doing the research for this paper was really difficult. I got two or three
An°^r
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bUt 1 Fead S° many other b00ks ! There was one from
^Sa ^'ch £avue Misties and view of different professors. Another
f ^ ,Ut
SA
^
hl
?.
h Save data from different universities. I had so manybooks and I read all of them. But every one was giving a negative picture
of women administrators. They said women get married, they leavetoe
field of education. They didn’t support my argument.
"So you left out all those arguments, statistics, and quotes that you read?" I
asked. Yes, this always happens," she said. "I read so many books. I feel like I’m
getting the knowledge but I’m not putting it in the paper."
I explained that one of the purposes of an academic paper was to show the
instructor how much you had read, so by all means she should find a way to include all
the books she had used. She could use statistics, for example, from several books and
then include all those books in the bibliography.
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But the statistics show there are less women administrators in education " she
told me. A student of mathematics, she was taking the facts at face value. Using even
depressing statistics to indicate that she understood the current situation, using "the
negative picture" to give background for an argument on the bright side, these things had
not occurred to her.
B told me that when she wrote her first papers at UMASS, she had "listed all her
arguments by points." That is, she would took through Ute literature and find categories
that illustrated the points she wanted to make and then list them with a very brief
explanation. For example, under "goals for effective schools" she would list: "order and
discipline," "rewards and incentives for students," "regular and frequent monitoring of
students’ progress," and so on, along with quotes from the sources she had read. The
following is an example from a firs, draft which illustrates the way she first approached
the paper writing problem:
Concentration on Academic Learning Time
s
+
ch
.
00ls classes begin on time, students do morehomework, students actively engage in learning, have hiqher rateof attendance, less class cutting (Reference).
The learning time is highly valued, efforts are made to reduce
?pHMfPi
IOnS
'
,mp
.
rove scheduling, reduce student movements
reduce non-academic events, increase in length of school daysand improve classroom management (Reference)
Y
"Why were you listing things at first?’ I asked her.
A. My field is mathematics. And in math you just write the points.
This is because of the point number one, and so on. So I’m not
used to writing the detail. I just presented a proof, like in
geometry.
Q: Did you have an idea there would be a problem with this type of
presenting?
No, I thought that the professors were just asking me a question,
and so I answered it point-wise.
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Now, B tells me, she is working at changing her style. TTtough her papers are
St ‘" eX‘remely SPar$e
’ aPParemly *** « Ranged from her firs, attempts. She is
getting encouraging feedback from professors about the changes she is making in her
style, she says. This gives her incentive to continue to tey to please. "At first I was jus,
l«.ng ^ngs. I fee, that now I’m trying to open up myseif more. I am looking for the
vocabulary to express myself. But still I am not using the proper words."
I had pointed out a place where I was having trouble with the words she had
chosen:
Administration needs brain, IQ and trainina EduratpH „ ,women have equal capacity to become administrators So iTeel
admirhstrators^
USt 96t B<Iual
I asked her to explain the difference between brain and IQ.
Brain means you can grasp a lot of things. There are some neonle whn
are very clever in their subject, they have a high IQ, but Xfa simafoncomes up they can t react well, they don’t know what is to be done.They need quick reaction, thinking, judgment.
When I pointed out how nice that sounded and how necessary those details would
be for the reader to understand the point she was making, B nodded seriously. Clearly, it
was not self-evident to her.
B s difficulty with vocabulary is not so much of a second language problem; she
has been speaking English as a second language since early childhood. Part of her
confusion around vocabulary comes from not knowing quite how to sound: a problem
with voice. She shows me a paper she had written for another class and told me that she
wonders if the reader understands.
Maybe it’s too simple. I should be expressing it in a more complex
manner I looked at my friends’ papers, and I noticed that the points are
simple but the language they use is very powerful. My points are complex
but my language is simple.
I asked her to show me examples on her papers of a voice she thought was too
simple, and one that was more like she wanted to sound. In this paper, called
Principals and Office Subordinates," she compares two administrators in her experience.
141
Department Head
0
and ^as^ls^worked
ex
?
erience of being the
holds the chair for her experience aualifir^
SS 'Stant Prmc
'P al - She
promptness, capacity and abMiw tnTo w.
Cat
L
ons
' activeness,
been working wrth the She has
She has not changed a sinqle staff Shi
°™.the begmning.
and simultaneously she is friendlv ns her P°s'tion
encourages her subordinatesTo wo7k Ld inm0/dinateS uShefeel comfortable with her. n3, n resP°nse r they also
™S> aCC°rding t0 B
’
is >« a description of a person. rm just giving ^
quabties. Ifs bind of general." Whereas another section of the same paper, she feels, is
a little better, as she uses "more administrative language:"
andltonstructloi^v^ regarding fund collection
meeting with his subordlnMetto'd'fsluss^nL^he J
e Ca "ed
,
a
according to him was an increase in cos. Th
b
p?,
U
,
S
>
delay
'
divided and responsibility was distributed amongst ttS“a?"
0
The phrases she particularly liked were "regarding fund collection" and
"distributed amongst the staff." Although these phrases would not win her any particular
points in this context (and were not commented on one way or the other by her course
instructor), she is searching for the tone that sounds right to her - the formal voice of
the administrators in her own culture that she emulates.
On the next page B showed me one of the few comments made on the paper by
her encouraging instructor: "I can almost see this person!"
factors
°r
i
e,
H
Y in the Pro9ress due to somes, the Secretary is asked to explain, and if he is not in theproperpos.tion to explain, then the particular responsible
subordinate is called. This subordinate is asked to produce awntten explanation and should bring it personally to the Principal
Jnd harH
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Pa d°6S n
°L
ask his subordinate to sit, he uses a sharpa d language and uses the rules and charge sheet of
P
complaint as a weapon to get the work done.
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When asked how she achieved this effect, B told me,
o^,
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^ Iit'doZS?fd?yiT las better thandetailed way than exDlain the whni^ fK- • e * shou d write it in a more
detailed. noTs^ve^ i[ ' s
"Why aren’t you sure about it?” I asked her.
Generally I don’t dwell on details Tt’« UnH
want to talk about a person to someone^
11 *'"*• 1 don't
not want to judge them. I can judge them inside bintT„“,
n°‘ 1 do
pom, out someone's faults, especially when U i^omlont matT taow.
"Oh is that why you generalize so much in your papers?" I asked. "I feel I
more comfortable being general," she replied.
am
Because of B's difficulty imagining her audience, her distance from the
administrative tone so common in her own country but so absent at CIE, her propensity
to quote only references that she approves of - those that are well written and that agree
completely with her point of view - combined with her inexperience fleshing out details
and her tendency to be politely general, B's papers often look shallow, unresearched, and
a bit pretentious. Reading her papers without understanding what was going on in her
head might lead an instructor to the conclusion that B was not thinking clearly, or did not
know how to use the library to gather enough information, or did not understand the
concept of proof. However, as we have seen, this was far from the case. Obviously
intelligent, diligent, well-read, and science educated, what B needed was individualized
guidance in the required form. B took this guidance so seriously that in mid-semester
when I gave out a few pages of an old CIE dissertation written by an American as a
demonstration of one way to do a literature review, B wrote in the margin: "lack of
evidence." From my journal, October 16:
And of course she was right; he had made a series of statements about
very general trends that could be found in the literature without providingimmediate documentation. I said that he might have been doing that as an
authority on the subject, but that if it were my dissertation, I probably
wouldn t try it. She smiled and nodded. They just want to know the rules,
it s too much to ask them to know all the minute circumstances where the
rules can be bent or don’t apply, at least at first.
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Professor Y had commented on a paper of C’s:
The major problem with the paper lies with the FnoHeh i„ ^
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C takes this criticism very seriously ("though not personally, because I often
receive it") and believes something is deeply wrong with her writing process - "whether
it’s a personal thing or a cultural thing, I don't really know." "My understanding of
American academic writing is still somewhat vague," she tells me. "Maybe I haven’t
developed logical thinking."
Having worked with Japanese, Chinese and Korean students for some time, I
expected that her problem would turn out to be some form of indirect expression; the
Oriental spiral" that Kaplan (1966) had described, which as other Asian students had told
me in interviews, is accentuated by the cultural need for polite confusion and deference,
especially for women.
And so, after reading her instructor’s comments, I was unprepared for how direct
and clear C’s paper actually was. Paragraph one:
John Dewey is one of the most prominent contemporary
American philosophers of education, whose thought significantly
influenced the forming of today's schooling system. Dewey
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secSlahzatbn'Z^r Jude° C^stian domination to
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education. His scientific^elhod? of of
solving method, his subject matter aid psJlhnlnn' ’I® 5
roblenv
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Paragraph two begins:
achievement w^Sldbe thep^ maj
k
° r
democteticsociety which he indicated as a prteq^
3
modern schooling system. Dewey was a philosopher whoaSed usocl?y to look for the probability of a democraticArnenca H,s ultimate goal was to realize a truly genuine
de^ce
r S°C,ety and maintain jt usin9 education as a key
C also has no difficulty stating her own opinion:
I personally believe that this democratic conception of education
is what Dewey can provide us for Nonformal Education.
Aside from some comparatively minor "non-idiomatic usage" ("who fathomed
society to look for the probability of
. .
. ) the writing is straightforward and robust, the
vocabulary impressive, the grammar understandable, the construction linear. What
problem is so serious that it must be solved "in order to proceed with your graduate
studies?"
On page two we come across a passage that although is unmarked by the
instructor, has left me confused:
In spite of all of these endless criticisms of Dewey, however he
actually shares some points of educational philosophy with critical
theorists and the participatory action research advocates. In a
very different theoretical framework, they make an issue of
community in education, communication, theory and practice,
action, democracy, autonomy and participation.
I told C this would be clearer if she would fill in some information for the
reader, especially in the last sentence, and explain what "make an issue" means in simple
terms.
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I pointed out another passage where just the number of ideas leaves a reader like
me feeling a little dizzy:
^sfdeflDeweyl ?he^a°n^TwirVe edHUCa,ion Critics
an advocate of deschooling society for^x^
0
!
3*100 ' Iv
^
n Mllch
'
as the center of some of thp ranic °/ exam Pje ' regards Dewey
saattaSS-
incompetence in basic skills. students
C nodded, and then added:
That’s one of the things I realized throughout my college education inTokyo. Japanese intellectual people tend to subliminally include Ses”
IS®?
^ not y°“ what I know - but in fact Ilhey *>" * 8lve you enough background information It’s
background know " rp,T
more
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than y?u
^
ow
- Only those who have the
But «£$*S^ut
understand
and S0Phisticated enough to
I also pointed out to C that she often used words whose meaning was not clear to
the reader, or perhaps to the writer, either:
Looking at Dewey's philosophy of education from a Nonformal
Education perspective, there is a debatable question; whetherDewey provides us with a viable Nonformal Education implication
Her instructor had circled "implication" and written "awkward."
Q: What do you mean exactly by "implication" here?
A: OK. Gee, I’m not quite sure what (laughs) Nonformal Education
implication means. The reason I used it was that was one of the
jargons that we constantly used in the classroom, and everybody
understood it - "implication, implication." So I just took
advantage of it.
Q: Did you look that word up?
A: Uh huh. Uh, I know the word.
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Q: OK. But the question is, what exactly does it mean in this context,
in this sentence here?
A: OK, uh, whether Dewey’s philosophy provides us with a viable
ideas in order for Nonformal Education practitioners to actually
execute NFE
.
. . Does Dewey have something to offer to NFE
practitioners.
I told her this was what American students will often say too, that they really
haven't thought through a word when they use it, but on reflection, they can say what
they mean in different words. I pointed out a quote that she had used in another paper
she had showed me; though written by a native speaker, the writing was so
incomprehensible that I believed the author had little understanding of the words he was
using either - "a consumer criticism lies in the production of counter discourse that
departs from the marginalization of consumer judgment promoted through dominant
definitions of consumer’s need."
C’s comment:
!*>,2
uite “"fortunate that there are so many people that are buying
that and they are quite fascinated to master the complicated way of
wntmg expressing thoughts, combining sentences - "in which in which
in which.
This taking on of a voice that might sound sophisticated and intelligent when the
author is well known or published, but which sounds garbled and "awkward" when the
writer is a student, especially a second language student (who garbles unidiomatically),
helps produce the complex prose that the instructor calls as a problem of English
communication serious enough to hinder further graduate studies. C’s writing is further
complicated by another fact that she revealed later in the interview:
I was reading some of the papers I wrote in Japanese and I found I had
the same problems -- some of my statements are not well thought, some
paragraphs are not clear. But my linguistical ability was so much higher
(in Japanese) that I could kind of get around the problems. But in English
it gets eroded.
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mg dungs through, according to C, is not particularly an E„g, ish problem
but an analytical job that rd have to do in any language " Bu, the fact that she is
’
working with such complex ideas when she has not completely mastered her second
language creates problems for C whenever she begins a paper:
writing hal/i^jljitn™^ °." my coSn'tive process, I start
with Japanese JLStoS stS'^J1“:
grammatical structure It’s a vprv
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Bu, is this student helped by telling her "you have a problem you must solve if
you are to continue with your graduate studies?" Although her papers look seriously
confused to her instructor, perhaps C's main problem is tha, she believes drat writing
long-winded sentences choked with ideas and muddled with jargon words (tha, everybody
ehe seems t0 understand) will make her look smart.
D - Sri Lanka "Thi s is Just a Stnry"
D starts her interview by reading us a piece she had written for oral presentation
at a conference called Diversity in Ways of Knowing, put on by the Association for
Women in Psychology in the Massachusetts/Vermont Region. She and six other
international women students were part of a invited panel that was there to refute
(although they would not put it that way - maybe "add to") the ideas in Women’s Ways
of Knowing (Belenky, Clinchy, Goldberger and Tarule, 1986) which they had found to be
culture-bound and inaccurate (my terms) in describing the behavior of women in other
parts of the world.
Their idea, D told me, was that silence, the first stage in the Belenky et al. model
of women’s development, did not necessarily mean absence of thought. She told me that
although the American authors of the book had "described silence as a stage where
148
women have no capacity to think, where directions have to be given, and the women are
followers of directions," silence, in D's culture and personal history, could be used as
"a way of exercising strength and power." D reads:
How Did / Come to Know?5sssassks sr»s~
Peop e in this caste were considered wise and respectable andpeople who would lead the community. They were the Drooertvowners who did not attach much importance to cash Much o\
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ld and what m V role in the community was, wash e down to me by my elders. I was taught a lanquaae that ImUf US^/^hen talking t0 the children or elders of the othercastes. When people of other castes were to talk to me thevwere not supposed to call me by my name. I had a title theymust use. I knew that when I played with children from other
castes they were responsible for me if I got hurt, even if it was
riwas'toiHH
the
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y 90t hu?
they were "<* take any notice Of
told how far into the field I could go if I were to play
with them When it was time for me to come home, they mustgo home, but they were to wait and play with me until it wastmne for nrie to come home. I would go to school in an ox-drawn
cart while other children walked beside the cart.
The things that were very specific to a woman of this caste werehanded down to me by my mother, aunts and other women of
my community. While the female elders had the role of molding
as well as monitoring my behavior, the males enjoyed the role of
finger-pointers at my behavior. I was expected to preserve the
dignity of the caste by preserving my dignity as a woman. And tobe a woman who would preserve the dignity of the caste was to
be calm, quiet and to be right. Never was I to talk back to the
elders, men or women. With women there was a small chance
that I could engage in a dialogue. But with men I had to be quiet
I had to watch my tongue. Other than going to school, if I were
to go anywhere I had to have a female or a younger male relative
who would accompany me. I had to forget the thought of going
anywhere alone. I was told that if a family was unhappy it was
because the woman does not keep it happy. If a family had
shortages, money or supplies, it was because the woman had not
been frugal. If a family lost dignity it was because the woman
misbehaved. Men had no part in the unhappiness of anyone. By
virtue of being male they were considered right, and therefore
they were not in question.
As I was getting oriented to my role as a woman, another side of
me was acting within me. I was very unhappy with the
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that there was something wrong with this wholehmg. I resented the way I had to live, I resisted having to Submitto a particular area of life just because I was female. I was silent
thinnest*'
but
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Ce was Allowed by action. I would dothings to provoke others into speaking. I was silent as they werespeaking In my silence I wanted to search how would it bewrong if I do differently from what is expected of me I was
silent not because I was afraid to be noisy but because I neededspace and time to make meaning of what they said. So that I
would be prepared for my next move. I was silent because I
wanted the space and time to cherish my sense of an
accomplishment.
I had no role model to follow, I had no ally to talk to The only
ally was my mother, who stood as a buffer between me and
those others. My mother would not support me openly or give me
alternatives. But she did not seem to think that I was off line. In
her own way she would indicate to me that I was OK. I felt it.
That gave me a strength which I could not explain.
Then there was my intuition, an inner feeling, an inner voice that
gave me all that energy to provoke people and to be silent.
Sometimes being alone made me feel shaky, but I never accepted
the norm that just because I was a female I was wrong. I
continuously and consistently kept working on silently knowing
that I was not wrong.
D has been suffering from writer’s block for over a year now. Although she has
managed to complete her Master’s degree and was accepted into CIE’s doctoral program,
writing anything is terribly difficult for her. She sits at the computer, but the thoughts do
not come. She procrastinates. She accumulates "Incompletes" in her course work by not
handing in final papers. When she must write, her papers come out confused, overly
complex, and in her words, "without meaning, sometimes, without any connection."
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But the piece above was different. D had no trouble writing it at all, she told me.
A:
She wrote it quickly, the night before the conference, and i, cante easily. "But tha, is
because it is just a story, something to be read orally."
Q: How would you call that different from other types of papers you
had to write?
I was reading the story in my mind and I just put it on paper,
because I knew I had to read it (at the conference). I was reading
someone a story, you know, like my mother would read me stories
when I went to bed? I didn't sit down to write it as I would write
an academic paper.
D is convinced that this story will not make sense to someone who reads it. This,
in fact, is why she read it into the tape recorder rather than handing me the manuscript.
A: I truly believe that if I wrote this to an audience who would read
this as a paper, then I would have to structure this in a very
artificial way.
Q: How is an academic paper different from a story like this?
A: Uh, hum. That’s interesting, the question is interesting, I haven’t
thought about it, myself. (Pause) Hm. Sometimes I think the
sentence structures sound OK, but when you read it -- even when
my son was typing this he said, "This English is not correct." For
example: "From the day I remember"
- (he said) "How can you
use this? This is not correct English." I told him, "This is just a
story, you just type the unedited version of what I have written
here, it’s a verbal story."
Q: So you’re talking about minor English errors, or things outside the
normal way of saying things?
A: Um hum.
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Q: What’s another way it’s different from an academic paper?
A: Perhaps the tone. I didn’t want to give this to you and have you
read it. I wanted to read it to you. Because I know if I gave this to
you to read, some of these things would not make sense.
Q: What might not make sense?
A: I don’t know. I think it would be a good test if you give this to an
American and you watch their gestures as they read. I’m sure they
will not understand some parts. Because of the intonations and the
places where I break, the places where I stress, so that you know I
want to stress those things.
Q: Mm.
A: (Reads) "My mother would not support me openly
. .
. but
she did not seem to think that I was off line. In her own
way, she would indicate to me that I was OK. (Short
pause) I felt it. That gave me a strength that I could not
explain."
So I think if this paper were to be read by a professor, such as
Professor Y (laughs), he would say, (says with a haughty, scolding
tone) So what is the connection, what are you trying to say
here?" (Reads through her manuscript) He might ask me to give a
subheading here. And under the subheading, make the point first
of all. Uh, he might say, uh, "Role model." Maybe a subheading
would be role model. And then he might say, (says in a
professorial voice) "The first sentence
,
the first sentence must give
the reader some idea of what your point is here." And I have not
done anything here like that. But I know that this is very effective,
as I read it ...
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I asked D how she would structure the story if she were to make it into an
academic paper.
A. I might have to say, OK, the background of, I may have to
describe the culture a little bit. I have done this here, but I would
have to give a heading: This Is The Background Of The
Community. And then I may have to struggle hard to make it
sound not like a story, I don’t know how, something like that.
Then I would have to say, now, "How I Describe Silence As a
Person Who Has A Specific Role To Play In This Culture." And
then. How I Was Trained To Be A Person Who Has To Play A
Specific Role In This Culture." And then I would give the
"Hows" of that training. And then I would give the impact of that
training on me: these were the impacts. I would give a
subheading: The Impact of That Training. And then I might give
another one: What Was the Result Of That Impact On Me? How
did that play on me as a person? And then at the end, I would
have to give a conclusion: Given these explanations, this is what I
believe.
Q. If you were to tie that in with the Gilligan model, how would you
go about doing that?
A. I can t tie it, because it’s very different. The book says silence is
one thing, and I’m saying silence is another thing.
Q: OK, by tying it in I’m not saying to integrate it, I’m just saying to
compare it . . .Your kind of silence came from a position of
strength, whereas their kind of silence ... ?
A: It’s um, stupid, dumb. (Pause.) There is no sense of truth or
reality in people who are silent, according to the book. The truth
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Q:
A:
is always "out there.” And then i, has to be
. .
. shown, so that
visually they have to just follow and just do as demonstrated. Not
because they have any thinking power; they just do what they see.
Thafs what the book is saying. So to me, it was not like that. I
thmk silence is the base for thinking. And what goes on in silence
can be very powerful, although it may not be articulated in the
way that the book says. (The book says) if people can articulate
what they think then they have the power of thinking. But if
people cannot articulate it there is nothing going on in here (points
to forehead). They follow what they see. But to me it is not that.
To me, if a person is very noisy it may mean something else. The
person may be trying to fill in that time and space with noise
without processing in the way it should be processed. That’s
another aspect. And persons may be driven to be noisy because of
values and expectations in that specific context. For example, in
my staff meetings, people are very nervous if they have to be
silent for one second. There is an expectation that you have to be
very vocal - but quickly. So your question, how would I fit this
into the structure of the book, I, I don’t quite understand what you
are asking me.
Well, if you were asked to discuss your concept of silence in
relation to this other concept of silence, I mean, would you want
to change the model, or expand the model to include other types of
silence? Would you say that (the authors) are wrong?
Of course I have no authority to say they are wrong. I don’t think
it is a question of right or wrong. I think a state of silence to be -
it s a perception. But all I can do is that my perception of silence
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is this. It’s quite different from what they have said in the book.
This is why I say i, is different and this is how it has worked for
me, because I have used it for my own development. I have used
silence for my own development, it is very clear. And even now I
am using it.
D knows many of the things she must do to write in an academic style. She
understands some of the features of the structure: the headings and subheadings, and
mocks them gently, her tone of voice hinting at how silly the story would sound if she
had to say "The Impact Of That Training On Me."
She knows that Professor Y will expect her to be direct, to come to the point in
the first sentence of each paragraph, and that she must somehow use different vocabulary
than she has used in the story in order to sound academic. In fact, she has mastered that
vocabulary ("There is no sense of truth or reality in people who are silent, according to
the book."), and she has the depth of insight to see the cultural differences clearly
( (Americans) in my staff meetings are very nervous if they have to be silent ") She
has pulled out of her personal history some of the reasons that she had to use silence to
exercise her power (though in story form these tend to follow sequentially instead of in
categories or grouped under subheadings).
When I ask her questions or expect her to summarize, D immediately adds
elements that would be important in a more "analytical" piece.
Q: So was this the end of the story?
A: Within three or four minutes (that I had to present) this is all I
could say. So this is just a snapshot of what silence meant to me.
Silence was not, not that it is dumb. Silence was definitely a very
powerful base for me. I was silent but my silence was very active
within me.
. . Also (pause) religious background also supports
silence in my culture. (Sighs heavily, trying to explain the
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difference to me.) When people are noisy, they are not taken
seriously. They are trained to wait and then speak. So silence is
not considered dumb or senseless, something like that. It’s a
power.
D would not directly challenge the model she is critiquing ("Of course I have no
authority to say that they are wrong"); she does this both out of a sense of humility and
because she knows that her own personal experience is not considered evidence enough
to challenge a lengthy study. And although D has some trouble with my vague directions
to be analytical,
(Q: "If you were to tie that in with the Gilligan model, how would you go
about doing it?" A: "I can’t tie it, because it’s very different. The book
says silence is one thing, and I’m saying silence is another thing")
she has no trouble dealing with the two ideas together when my directions are more
specific — and more correct.
("OK, by tying it in I’m not saying to integrate it, I’m just saying to
compare it.")
She knows how to compare and contrast in the analytic style that many of the
international students find "simplistic"
("The book is saying ... but to me, it was not like that. I think silence
is . . ."),
but uses another way of knowing to try to explain it to me:
("I don’t think it’s a question of right or wrong. I think a state of silence
to be
. . . it’s a perception. But all I can say is that my perception of
silence is this. It’s quite different from what they have said in the book.
This is why I say it is different and this is how it has worked for me,
because I have used it for my own development, it is very clear. And
even now I am using it." )
18
18 Tone of voice is very important in all of D’s communication, as are the pauses, the
emphasis, and the silence. As D maintains, these are impossible to convey in a written text. This is
why D’s idea that her story would be incomprehensible to someone who read it is not so naive after
all. In the way of knowing I am trying to describe here, knowledge is conveyed not only in the text
but in the delivery, in the atmosphere created by the interaction between speaker and listener. D’s
156
Does ails way of knowing
- placing whole ideas side by side (instead of using
one as a d.rec, chaiienge to another, or sorting them into categories to compare and
contrast them), using emotion and spirit as wei, as intellect to create a certain kind of
power and respect - does this way of knowing seem a iittie hazy to the reader steeped in
Ute Western anaiytic tradition? So too does the Western way of knowing seem a iitiie
obscure to this student: after comparing the Gilligan model very aptly and at length with
her own idea of silence, D pauses and asks me in confusion, "So your question, how
would I fit this into the structure of the book, I, I don't quite understand what you are
asking me."
Although D comes from a culture that values oral expression and although she is
uncomfortable restructuring her ideas to create something that would sound very artificial
to her, she is quite capable of imagining the academic form, she has thought deeply
about her subject, she has the "analytical tools" to turn a story into a se, of abstract ideas
and to "dissect" it and group key concepts under subheadings in the academic way.
The only trouble is that she is nearly unable to write anything for the university
at all. Something is taking up all her mental and emotional energy for writing. "I know I
am resisting," she tells me, "but I don’t know why."
-
E ~ C°p d
’Jv
oire "The People could not Recreate Their Authentic Per^nty
as_the Structures of Colonia li sm are Still Present in Their Commnnitip S "
^
E is not blocked as badly as D, that is, he writes many drafts and produces
papers on time; nonetheless, he is convinced that there is something fundamentally wrong
with his writing. He is not sure why this is, as he has always considered himself a
reasonably good writer both in French, his first language, and in English, the language
that he trains high school teachers to teach. He scored six out of six on the Test of
only mistake, perhaps, is assuming that her Western audience will consider this non-textualinformation so essential that without it the story will "not make sense."
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English as a Foreign Language (TOEFL)
me, given his enormous vocabulary.
writing test, something that does not surprise
As a student in my writing class in his firs( semes(er QE E^^ ^ ^
at least one paper over again to straighten out some writing that had I had found
extremely confusing. He had taken my feedback well, although he hadn't made much
progress on his problem. However, he was diligent and productive, and so he had
finished my course and had gone on to make his own way through his program. Now,
near the end of his third semester, E had left a note in my box, asking me to look at a
paper.
Helen -
Thank you for providing continuous help. I was exDectinnone more paper wh.ch has not been returned to me yet SI I Tookin retrospective, I realize I had a major problem I did not know
thP^kninT9
mUCh llterature tether in the same paper. I lacked
thfnifV
° f 0rg
.
an 'zatl0n which I have tried to improve. Do you
1 i p
SU
.
CCeeded m
.°
re thl
!
time? Beyond any feedback you willfeel like giving me, I want feedback on whether you think-
I Quoted the obvious
used too many quotations
was superfluous at times
wrote the references appropriately
managed to have an appropriate bibliography
stuck too much to the body of the paper in the
conclusion
Thanks, E
As I read E’s paper, I saw no particular problems at First - other than his
somewhat stilted expression, very much like his speech, especially when he is nervous
My training at the University of Massachusetts, and most
especially, my attendance at the course, "Theory and Practice of
Nonformal Education has allowed me to look at teaching and
learning from a different perspective. The one approach I was
more used to is the traditional approach that limits the learner to
an object rather than a subject. As the learner is assumed to be
an object, s/he constitutes an "empty vessel" that only deserves
to be filled in. Jhe proponents of such an approach pay no heed
to the learners' previous knowledge and experience. As such, the
former do not make any room for the learners to expose what
they have learned to their peers in a view to share with one
another, or question with a critical mind so as to consider
different avenues. Such an approach was heavily resorted to in
the past and is still used at the present time, except for a small
percentage of teacher training institutions in Cote d'Ivoire. This
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learning group. Prior to that I shall give an account
. e,c.
E goes on in this vein, and for four pages all is well. He talks about the three
different categories of teachers in secondary schools in his country, describes their
responsibilities, explains the need for in-service teacher training and the economic
impossibility of doing this adequately. He quotes World Bank population growth statistics
in order to demonstrate growing student-teacher ratios for the years ahead. All of this
sets up his argument that teachers can be encouraged to learn from each other, rather
than relying on training as they have in the past, and that "organizing their own
environment can only boost the initiative spirit of the teachers." So far, so good.
Organization, logic, flow, more-or-less appropriate language, headings and subheadings,
transitions, all were fine.
However, when we reach page five, I have written him a note in the margin: "E
- At this point your clear organization and flow break down. Why?"
Page five starts with a quote from a CIE publication:
To generate local enthusiasm, and to create a sense
among participants that they are influencing their
own situations is a nearly impossible task if the
locus of control lies much above the sub-district
level. The locus of control is an important factor
when program goals include the development of
self-reliance, local initiative and . .
. (1981, pp. 61-
A CIE publication states a very evident golden role in education
that many educators fail to see. It is the importance of
associating the learner in the decision-making and action plans
(1982).
Before the teachers commit to organizing themselves into a
learning unit or units to upgrade their cognitive and teaching skills
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The goals of the village facilitator branch model willbe to develop a process whereby a much wider
cross-section of the community participates in thebranch activities. Emphasis will shift from the
teacher model to a group participation model with
the villagers taking responsibility for their own
actions, both in meetings and in development
projects.
.
. (1978, p. 79)
Though this description applies to a rural milieu, it lends itself tothe facilitator concept in the case of teachers who attempt to aettogether as a learning group. y
Failing to define the facilitator's role may put unnecessary stress
on him/her as too much will be expected of him/her in a
community. This procedure relies heavily on a top-down
approach. Charles Maccio (1983) suggests that the facilitator use
a provocative pedagogy which consists of emphasizing all the
actions and dependency situation of the group so that
participants can react to that. He draws a parallel between "the
father" in the Oedipus Complex and the facilitator
. . . etc.
By page thirteen, I had given up. Thoroughly confused, I was unable to edit or
even write notes in the margins to E asking for clarification. Instead, I asked him to meet
me to talk through some techniques to sort out his arguments. With some trepidation, E
arrived in my office. He had a month to finish up final papers for his coursework as well
as a fifty page Master’s project to complete in order to return home on schedule. Clearly
he was worried that his life was about to become much more complicated.
Not wanting to discourage E at this crucial moment in his graduate studies, I
started by telling him that all the things he was concerned about in his note to me were
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really fine: he had not quoted the obvious, he had no. used too many quotations, his
references were correct except for some minor details. Whether he was superfluous was
difficult to judge, as I had trouble after page four
. . , Here E stopped me and said,
"I noticed that my paper breaks down just when I start quoting authorities. As I
suspected, my problem is that I don't know how to take ideas from different sources and
integrate them into my paper."
Thinking that perhaps he was having difficulty with the process of note-taking and
categorizing, I asked him what his technique was for doing this. "I know that one’s own
opinion isn’t enough," he told me. "So I read different books on the topic, write notes,
and figure out a plan for organizing them." The plan consists of choosing different
subheadings and organizing his thoughts under those headings. He gathers his sources,
reads, decides on the categories, organizes his note cards and writes the paper under the
sections he has delineated. Alternatively, he just puts his quotes on a piece of paper and
then later organizes them into categories and proceeds from there.
He is quite articulate about this plan, and indeed, it is almost textbook perfect.
But one thing puzzled me. E’s plan for reading a book was to "look through the index
for my topic or words that might have to do with the topic and then read the section, or
skim it, looking for suitable quotes."
Q: Do you read the whole chapter or section of the book?
A: Sometimes. Mostly I just pick out quotes and write them on file
cards. Then I organize the cards under the various subheadings I
have delineated
. . .
Q: So the quotes are sort of out of context, then.
A: Yes, I can see that.
Q: Now here, on page five, where you quote Nonformal Education in
Ghana.
A: Yeah.
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Q: Are your ideas clear to you? I mean, just because it’s not clear to
me what you mean
. .
A: Hmm. Well, no
. . . it’s not really clear to me, either.
E s writing is comprehensible enough when he is telling what he knows, but
when it comes to quoting authorities to back up his ideas, he has made little attempt to
understand what he has read or to integrate the quotes he has chosen into the points he is
making. No wonder his writing sounds disconnected, his quotes inappropriate. When I
ask him to explain his ideas about choosing a facilitator, E does so sensibly and
articulately. But he seems to have little conception that the purpose of quoting authors is
to give support to these ideas of his or to come up with new solutions. He does not ask
himself what the authors are saying that applies to the problem he has defined in Cote
d’Ivoire. He is using quotes, as another student put it, as "embellishments" to his text,
something that looks nice, something that adds authority simply by virtue of being
authority, not because the quotes are useful in supporting his argument.
A related problem with E’s writing is his extreme difficulty imagining what his
audience needs to know. Even his note to me had thrown me off guard: "I was expecting
one more paper which has not been returned to me yet. " What paper? Had I neglected
to return a class paper to him from a year ago? No, that couldn’t be it. Knowing E, I
was convinced he would not be that direct; he would not make himself responsible for
my loss of face if I had been negligent. So what was this reference to a paper?
When I asked E about this, he said it was a paper he had turned in to Professor
Y which he wanted to show me as well. But how was I to know that? A highly
intelligent and perceptive person, E would not have simply expected me to read his
mind. But this perplexing tendency to leave out crucial information was a major factor in
making parts of his papers unreadable.
Here is an example, with my confused inner voice indicated in parentheses:
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Teaching and Learning Techniques
Frank (1884) as mentioned by Richard iiqqci „•
of the theoretical reason for amonolinn l?
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construction pronunciation and sentence
(in the early stages of whose language learning? the native speaking
child? second language speakers? students in 1884 ?)
(how are what learners exposed to natural language? and what do you
mean by "natural language?")
though Krashen questions the genuineness of such interactions:
T: Fout-il beau sufour d'hui?
S: Non, il ne fait pas beau aujourd'hui
ii A
reZ
‘-V
ous apendant a la plage le week-end?
Oui, j irez cependent a la plage le week-end
(why the fractured French? what is this supposed to demonstrate? and
what if the reader doesn’t speak French?)
Vocabulary is demonstrated; showed either in real
(is this jargon? or incorrect jargon? or a French translation?)
or by means of other visual support. In the case of abstraction
association of ideas is resorted to (Richards, 1986).
(what does this mean in practice? what is an example of an abstraction
and how you would demonstrate it by association of ideas?)
Stevick (1982) uses
for what purpose?)
a well-known example of a direct-method lesson at the most
elementary level of language learning:
(direct-method lesson? where did this come from?)
I am closing the door.
I am walking to the desk.
I am picking up a book.
I am opening the book.
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Vo,ce, audience and authority. These seen, to be the difficulties E will have to
batfe with in order to finish up and go honte on schedule. His voice seems tense and
almost artificially constructed, as if it is trying unsuccessfidly to put on airs but has no
natural sound to revert to when sophistication fails.
postulated tha^or learners
6
to^be^ome
mo
^
ement thataw B »
in the direct language. However ifke frs n?.£ " T ,0 ,hink
He seems as disconnected from his audience as he does from his voice; his
difficulty being able to judge what others need to know to understand his thoughts and
ideas creates confusion and alienation rather than any sense of mutual exploration.
But however distanced E sounds from both himself and from those he is speaking
to, E is even more estranged from the authorities he mentions in his papers. He seems to
have no interest in getting to know them a little, or in understanding their ideas, or in
asking himself what they might contribute to the problem he is considering. E agrees that
his French-style education in Cote d’Ivoire taught him to rely heavily on authorities as
"knowers” and to believe it was not his place to critique them or even use their ideas in
new ways. But if that were the whole story, then we might expect all of E’s papers to
treat authority with this same mixture of deference and indifference. Not so. In a paper
about Franz Fanon, whose writings, E told me, had been banned in Cote d’Ivoire, E
sounds involved and supportive: "in solidarity with” rather than "alienated from":
To (Fanon), violence had the supplementary function of
expunging the colonized and the oppressed from the inferiority
complex that the latter have built in the course of their lives. Just
as he had developed the crisis in the cultural identity that led tothe inferiority complex in "Black Skin White Masks," so he
developed a theory for therapy in the form of violence. To him,
the psychiatric cures could not provide the mentally sick with the
appropriate cure. He believed that a more systematic and efficient
cure could be achieved by attacking the evil at its root, as
violence plays a disalienating and cleansing function. The
oppressed colonized would only be able to achieve freedom and
authentic existence through revolutionary violence. To him,
violence equipped the oppressed "with positive and creative
164
Qualities. In "The Wretched of thp Farth " hohad been no authentic freedom in Ln„ A'( he argues that there
as since independence was offerpd countries so far
recreate their authentic personality as the^tV^u^of
C°Uld "0t
colonialism are still present in their communities
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Is it the subject matter that makes the difference? E is not sure. Yes, he was more
interested in his Fanon paper than in the one on English teaching techniques. But English
teacher training is his vocation, and he pursues it with enthusiasm and responsibility.
Voice, audience, and authority. E is a "Metis," a descendant of French, Lebanese
and African ancestors. Unlike most Ivoirians, he was raised speaking only French; he
knows no African language. Growing up, he was able to communicate with his peers
only after they had mastered their second language at school. One has the impression that
even today he is somewhat alienated from his colleagues by both his formal, affected
language and by his distance from the common culture. Who, then, is he speaking to? If
his personal history is a legacy of colonialism, with whom does he identify; with what
voice does he speak, and for what purpose, with what authority? Voice is the expression
of a writer’s identity, audience is the feeling of connection with others, authority is what
you think of "those who know." What does E think of the authorities he quotes with
such mixed results? Where does he place himself in relationship to them? Are they with
him, like him, or are they alienated from him, from his culture and history?
E offers no speculations on these questions, and I cannot answer for him. But
making peace with voice, audience and authority - his "authentic personality" - will, I
expect, have much to do with E’s progress on his "writing difficulties."
F - Indonesia. "Twenty Papes of Proof 1
The paper needs to be strengthened by working on the ways in which you
build arguments. You have a tendency to state beliefs and hypotheses as if
they are conclusions and assume that is sufficient. In this kind of writing,
your task is to build an argument to convince the reader by the weight of
the evidence you present and the logic ofyour argument. For instance, on
page 8, you use Freire’s concept of banking education by teachers and
equate it without discussion with facilitators’ behaviors -- as if that proved
conclusively that all facilitators always behaved that way. You don’t
present any evidence, you don’t discuss why some facilitators sometimes
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Professor Y gave F this feedback on a paper he handed in for a course called Theory and
Practice ofNonformal Education at the end of his first semester at CIE. A year later F
could still get emotional when he talked about it.
A: I don’t like this comment really. "You are arguing by exhortation
and will only convince those who are already believers." I don't
agree with this. I tell the facilitator is the same thing as teacher,
actually. I’m using the Freirean banking concept model 19 to
understand the relationship between the facilitator and participant.
(Reads):
The
The
The
facilitator teaches and the participants are taught
nr! .wT3 ev® rVthin9 and the participants know nothing,facilitator thinks and the participants are thought about.
Paulo Freire is a radical Brazilian educator who in the 1960s criticized the formal educationsystem prevalent in his country and throughout the developing world. In this "banking model " as
SrThPmi
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knowledge 1S dePoslted ^ the heads of students who are supposed to avoid thinkingfor themselves or questioning the authority of the teacher.
F g
Instead of "banking," Freire advises teachers to help students look at the world critically.
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mUT search f°r understanding, characterized by joint questioning, ’testing and decision making, through action to transform the world, and through reflection a critical
objective re-ordering of their former perceptions. g
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re s ldeas, along with those of other radical educators and adult education theorists and
vSc
Th/rd .World ’.became a body of theory and practical techniques calledNonFormal Education (NFE) that is used in many developing countries today in work with adults
and out of school youth.
NFE techniques include games, role plays, simulations, and group discussions which are
meant to encourage questioning and learner control of both the process and content of a wide variety
of education programs, whether they be literacy classes, family planning information sessions or
village meetings to encourage the poor to confront the system that oppresses them. In NFE the role
of the teacher (called a facilitator") is to stay in the background rather than lecture or overtly act as
leader.
F, who has been a NFE facilitator for ten years in Indonesia, is, in this original and
provocative paper, criticizing NFE for being just as oppressive to "participants" as the "banking"
model. He starts his critique by taking Freire’s litany from Pedagogy of the Oppressed ("The
teacher teaches and the students are taught. The teacher knows everything and the students know
nothing
. .
.") (Freire, 1986, p. 59) and substituting the word "facilitator" for "teacher." F’s
critique is all the more startling because CIE was a major academic force behind NFE in the 1970s
and Professor Y, F’s primary audience, has published major articles in the field.
166
nt{“K^ and the participants listen.
clap?;. Ch00SeS and enf°r«a his choice and the participants
The
''professiona/authohfy
3
which
y
hesets
>
^
V 'ed
^e With his
liberation of the participate
Se,S ln opposlti°n to the
The 2*0*— wwie *»
Q. Oh, so you take Freire^ model and substitute
"facilitator" for
"teacher.
"
Yeah. And then I proved it!
Where do you prove it?
In here. I prove it here. From page nine to thirteen. More than
thirteen.
A:
Q:
A:
Q:
A:
What kind of proof do you offer?
Here’s one (reads):
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Yeah, for me, when you create a game, behind the game is an
idea, and it’s your idea. And I think up to now I still believe that.
There s no neutrality in games. It’s not just a tool, it’s something
(political).
OK, but how to prove that? (Professor Y) was bothered by these
things which he calls "assertions," um, you’re saying "the message
is inherent in every game. " But how do you prove that to me?
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A: Yeah, because I mentioned here. "The message which is inherent
in every game has already been understood by facilitators ...”
For me it s proof. It’s the evidence.
Q: OK, but you just say that’s true. But what if I disagree with you
and I say, "No! Uh, we have uh, a game which really leads
people to think about things! Here's a game with cards and there
are just questions on the cards (for players to discuss), I mean."
A: No, if you provide questions
. . . Some games provide answers.
(Pause) The scenario of the game itself is in favor of your idea
(as a facilitator) instead of just being a game. And this is
manipulation in a very short way. For me, the facilitator still
controls.
Q: OK. I would tend to agree with you, but I still think there’s
something to what Professor Y is saying. If you had given the
examples of the different games
.
A: Here’s another one, (reads)
Another example of using nonformal education training techniques
as a depositing method is the Indonesia Pancasila traininq
implementation model. They use games, role plays, photo
novellas and other nonformal education methods as tools todomesticate the people. The situation of the facilitator as
someone who "knows everything and the participants know
also exists in most Non Governmental Organizations(NGOs) and other development agency activities.
A: I felt I prove it. I mean, this is evidence. (Continues to read):
Facilitators who work as technical assistants in agricultural
programs, health, nutrition and family planning programs, have
already been prepared with a "technical manual kit" to answer all
the problems (or objections) of participants. In this situation
basically, the facilitator also "chooses and enforces his choice
and the participants comply." Even in the "revolutionary"
nonformal education model, (used by Socialist revolutionary
governments) the best ideology and the worst ideology for the
people "is deposited" through nonformal education. All of the
nonformal education materials have been chosen by the central
government and are brought by facilitators in the "participatory"
education way. The function of nonformal education is to
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A: So when you write a proposal actually you have already prepared
(what the program consists of); otherwise you will fail (to get
funding). If the people refuse (to go along with your idea) you will
fail, finish the project. (Reads):
The whole explanation above makes the facilitator and
participants contradiction become clear. Facilitators in those
n^orp°c
nShiP
h i
are thG
." subiects ' of learning and developmentprocess, while participants are mere objects.
I prove this, 1 don’t know, what kind of proof (does he want)?!
(Laughs). (Reads subheadings):
NGO - People interaction: Who benefits?
Who benefits in the development of knowledge?Who benefits in the economic development 7
Who gets the political benefits?
(Thumbs through his 22 page paper) So look at who gets the
benefits? It’s NGOs and facilitator who get benefits more than
people. You get benefits from writing a training manual! (True, I
had written a NFE training manual for Peace Corps); I get benefits
from writing my book! So its, its, twenty pages of proof!!
(laughs). Not only one or two pages! I prove it that NGOs get
benefits.
Q: So did you talk with (Professor Y) about his feedback?
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A: No (laughs). Usually I don't care. I mean. I don’t have time. I
just, aw, ... I mean he doesn’t understand my ... As long as
you are a facilitator, as long as you have games, write proposals...
Q: (laughs)
A: Yeah, this is explain the model and I just prove it by explaining
who gets benefits.
Q: Here
. .
.
(reads feedback comment in margin) "Are ALL
facilitators like teachers in the banking style of education?"
A: If you read (my paper), yes. Except if you are not a "facilitator."
Because you have to be just friend with the people (in order not to
oppress them). Just dialogue, real dialogue with the people. As
long as you are a facilitator, you do game, you write proposal,
yeah, I mean, I wrote this (paper) in my first semester. And (the
feedback) is discouraging. I’ve been through this as a facilitator
for ten years. And it’s time for some reflection, some evaluation.
Actually I’m talking about myself. I get benefits. I come here (to
UMASS) as part of these benefits. As trainer I know what to say
if they resist training. I know how to domesticate them (the village
people in the development programs he facilitated). It’s very
sophisticated "banking." The participants said, "Wow, F, he’s
great. He didn t tell, we tell." Yeah, the process forced them to
tell. My voice is their voice.
Q: Wow.
A: So, but (Professor Y) said "You believe. There’s no proof
(laughs)." Maybe he’s right. But at the time I said, "What is
evidence? What is proof?"
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F’s question is interesting, as it is a crucial one to consider in trying to get across
the concept of "analysis" to students from non-Western backgrounds. Looking at
Professor Y’s specific objections in his written feedback on this paper, the first criticism
is F's substitution of "facilitator" for Freire’s "teacher." Y says that F must not
generalize here; he must "discuss why some facilitators sometimes manipulate
participants. This, of course, is not F's argument. He is saying that the nature of NFE is
inherently manipulative because it relies on games, simulations, and at least partially pre-
planned activities to bring the participants around to a certain point of view. Thus all
facilitators, being part of a manipulative system, cannot help but oppress the people.
Why does Y fail to see this, or, if he sees it, refuse to accept it? Perhaps it is because E
does not present his argument in quite this way, nor does he give examples to show more
precisely what he means. Perhaps F is taking his cue here from Freire himself, who is a
major author on Professor Y’s reading list.
Though Freire is a respected academic, with a doctorate in Education from the
University of Recife, a professorship in the History and Philosophy of Education at the
same university, who worked as a consultant to Harvard and as a Special Consultant to
the Office of Education of the World Council of Churches in Geneva (Freire, 1986,
Forward), he presents the same list of sins ("the teacher teaches and the students are
taught
. .
.) (ibid., p. 59) without evidence or examples or citations or situations in
which the "banking model" applies more than others.
Freire’s book is rife with unsubstantiated assertions:
Careful analysis of the teacher-student relationship at any level, inside or
outside the school, reveals its fundamentally narrative character. This
relationship involves a narrating Subject (the teacher) and patient, listening
objects (the students). The contents, whether values or empirical
dimensions of reality, tend in the process of being narrated to become
lifeless and petrified. Education is suffering from narration sickness.
(ibid., p. 57)
Those who use the banking approach, knowingly or unknowingly (for
there are innumerable well-intentioned bank-clerk teachers who do not
realize that they are serving only to dehumanize), fail to perceive that the
deposits themselves contain contradictions about reality.
(ibid., p. 61)
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Why is Professor Y so insistent, then, that F do a more carehtl analysis than one
of the major authors on his own reading list? "You are arguing by exhortation and will
only convince those who are already believers," he tells F.
have leveled at Freire, either in his discussions about his works in class, or - more
gently and respectfully - in person, when Freire
Center to discuss his work with students.
'» a criticism he might well
came on one of his many visits to the
Uaving this question unanswered for the moment, let us consider Y's second
objection, that F makes assertions about the behavior of NGOs in Indonesia, again
without presenting evidence, discussion or supporting citations. Let us look at the
offending passage:
Another impact of this situation creates a conflict amonq NGOsThe conflict among big NGOs and small NGOs in Indonesia
recently is evidence that NGOs are busy with themselves instead
qmlii'trn
0f t
f
he
a
0Ver
J
y and °PPression of the people. Thes all NGOs refused to become "sub-contractors" of the nptwnrkamong big NGOs in Indonesia, which became the only IndonesianNGO network representing Indonesian NGOs with funding
agencies (Most tidak percaya NGO Indonesia, 1988). It is clearthat the most benefit of every interaction between NGOs or otherdevelopment agencies goes to NGOs and the people only receive
trickle down effect" from the interaction between NGOs andfunding agencies. The conditions become even worse if the
program
'S conductec* a very heavy bureaucratic government
Professor Y has written in the margin: "Evidence? e.g., % of budget spent
overhead and administration demonstrated lack of benefits to people.
"
on
F here has continued in Freire’s style without presenting facts or figures (or as F
would say, "no figures but facts"). In order to understand the gap between the kind of
evidence that Y is insisting on and the kind of evidence F maintains is "twenty pages of
proof" let us look at the proof F offers in his paper and what he does - or doesn’t do -
to weaken it.
F has given several examples of NFE programs that have been criticized for
being prescriptive; he mentions Indonesia, Cuba, Nicaragua, and makes a vague
reference to "liberation education approach." He argues that looking at who gets
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political, economical and educational benefits can help us judge the value of the
approach, and then looks at each of these categories, quoting authorities in the field as
support. He quotes nineteen references, many of them major books in the field. Next to
one of them, an article by Kidd and Kumar, published in New Delhi (1981), Professor Y
has written "Do you have a copy of this? Could I have a copy please?" Clearly F is
doing something right.
What is F doing that undermines his proof? His quotations are full of English
errors, and occasionally he cites an author using the author’s words without quotation
marks, things which bother Professor Y quite a bit; his comments in the margins mention
this five times, and on his page of written feedback he writes:
You need to learn and to use consistently the rules about quotations ofl W°rdS ' Y°U USe ^ f0rmat fairly we,I > but you make manymistakes When you quote any words from someone else they must be putin quotation marks even if it is only a few words. Equally important
when you quote someone, you MUST USE THEIR EXACT WORDS' ’Many of your longer quotations contain many, many errors which are notm the original. In US academic culture, following these rules carefully is
VjSvIllIdl
.
F is partial to overstatement, using words like "every" and "only" ( "It is clear
that the most benefit of every interaction
. .
.
goes to the NGOs"; "the people only
receive trickle down effect"). He makes value judgments and presents them as evidence
( The conflict among big NGOs and small NGOs in Indonesia recently is evidence that
NGOs are busy with themselves instead of thinking of the poverty and oppression of the
people.
") He relies heavily on his ten years of experience as a facilitator of NFE
programs as they are run in Indonesia without examining "best case scenarios" in other
countries and finding the same faults with them. But as noted previously, one of the
major authors in the field does not do this either.
When can a writer present ideas without proof? Perhaps you can do this under
certain conditions in the analytical style; when the subject matter is either politically
neutral or is held to be true by the audience you are addressing; when the author is well-
known or when the author’s ideas are "crazy" enough to give voice to a challenge the
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audience thinks is long overdue. However, when you are just a student, criticizing a
whole approach upon which a department has built its reputation, you need to be more
careful. And when you are implying by your criticism that Professor Y is a manipulative,
oppressive facilitator (since all facilitators are by definition, oppressive) then you must be
careful indeed. 20
Although F is not convinced that he needs to change anything about his style to
conform to the idea of "proof" that Professor Y requires, he did offer me some insight
into why the details of the proof are somewhat less important in his context. Indonesia,
he told me, is a nation of over three hundred ethnic groups, five major religions (all of
which are represented in one Ministry of Religion), and thousands of languages and
dialects.
This incredible diversity, further enhanced by geography - Indonesia comprises
over 13,000 islands — has contributed to the propensity of people to identify themselves
with factions, sects, and other bodies of thought. And when there is also a cultural
tendency to consider the group to be more important than the individual, then giving
detailed, specific examples as evidence to support one position over another becomes less
important.
F told me that when a student adopts a position, he tends to adopt it wholesale;
if he critiques the major tenets of the school or the philosophy it is tantamount to
declaring his allegiance to the opposing school. In fact, F told me, allying yourself with
a group is how you declare your position in a culture where talking about yourself is
considered childish; one needs only to take on the language of a particular faction and
20
This chapter has perhaps overemphasized difficulties that students may have with Professor
Y. It is Y’s habit to give extensive written feedback on papers, which, according to many
international students, is very much to his credit — and to express his ideas and feelings without
restraint, which is much more of a problem for some. However, F told me that even though Y is
outspoken, "... it’s good. I like that. It challenge me to really think about my ideas. I have to
defend, you know."
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explain things as they would do, and your position is obvious. To illustrate this, F
showed me a passage in another of his papers:
changed
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Stating figures that show that many people are becoming landless is a "Marxist
interpretation," according to "F;" simply mentioning these particular facts means you
have allied yourself with the Marxist school and have adopted the basic tenets of its
position.
In addition to the cultural factors that cause Indonesian students to adopt entire
viewpoints rather than taking a very carefully thought out stance, personal factors also
may come into play. In an earlier interview I had asked F why he thought he changed
political positions easily:
A: I believe it’s because of environment. I am a man who is very
easily influenced by, like friends. I grew up in a small town in
East Java. Then I moved in town. I met with crazy people.
Discussion. University. So I can change easily. So when I went
home after four years (at university) I said I will go into
Philosophy
. . . You know, in Indonesia usually there are five
children, you dream one of them will become theologian. You
know, religious people. And they chose me.
. . . My family up to
now still believe that philosophy is against religion. "Don’t ever
study philosophy."
Q: How did they feel about you when you chose to study philosophy?
A: They said, "We have lost one of our children."
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Easily influenced by friends, F also has a history of following one school of
thought, one "guru" after another. Unlike many Americans, however, F was not at all
embarrassed to admit he was a follower of leaders:
A: I was fanatic with McClelland before I came here.
Q: McClelland?
A: Everybody knows that. This guy is the founding father of
modernization.
. . He believes that basically the traditional
mentality of Third World country cause their problem. So you
have to change this mentality, ideology, theology. So I guess I was
his follower. I believed that. Then I translated Freire in 1985, and
I believe in Freire.
Q: What was your reaction when you first read Freire?
A: This again because I like this, people (who) will attack anything. I
like this type of people. I didn’t know (Freire’s) background,
ideology, everything. Because I didn’t have theory to look at
certain
. . . Oh, this book is amazing! He (Freire) is just crazy.
But I liked the idea. So I translated that with friends, in the
Indonesian language and I published it. But when I came here,
first time I took class in the United States, and then ... I studied
Gramsci, I moved very fast. Gramsci is great. And then my
appreciation is less.
Q: Your appreciation of Freire.
A: Is less. Now, it’s like I’ve got new
. . .
Q: New ideas.
A: New, new leader, yes, new ideas.
But F, too, is changing in his new environment. Not only has he changed leaders,
he is also taking the time to reflect on what he personally believes:
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I wrote two books in Indonesian language, three books, actually.
.
. and someone asked me to do an article on
. . . there’s an old
man. He’s a professor of Philosophy. Modernization and Islam in
Indonesia. His name is Professor Harub. And he is 70 years old.
And it’s common to write book, to write book to him, you know,
what do you call, to serve to him. You don’t have here. Usually in
Indonesia if you are 70 if you are very activist, people will write
book to dedicate to you.
Oh, dedicated to him. Talking about his philosophy?
Yes, something like that. And I was chosen.
Like a biography?
It s no, not like a biography, it’s your evaluation and your
opinion. And they asked me to write because I was his follower.
He’s my guru. And now
. . .
And now you’re attacking him, oh dear!
You know, they had a problem whether they want to put it or not
because (of) this attacking.
They didn’t expect it because you were his disciple?
Yeah. But then they finally put that. And I was famous because of
that. "You are crazy!" (laughs) "You have changed!" They know
F changed when he was in United States.
And how do you feel about that?
I am very happy (laughs). I am very happy.
You’re happy! Why?
To become myself. I mean, this is my principle too. I don’t want
to become other people’s followers. I’m struggling to become
myself.
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F can irritate someone like Professor Y a strict adherent of Western methods of
analysis," with his lack of care in constructing an unshakable argument. But it is
important to note that F’s habits are not bom of sioppiness or "iack of discipline.”
Coming from a culture where group-think is considered normal and natural, where
allymg yourself with a well-known position makes detailed proof and an individualized
point of view superfluous, F is, by his standards, providing everything necessa^ for a
superior paper. And for him, "twenty pages of proof is certainly enough.
Poking at papers of these six students has given us further insight into some of
the issues that affect international students' writing. The interpretation of these issues is
admittedly based on educated guesswork, and in some cases may be stretching a little too
far to try to understand what is going on beneath the students’ conscious awareness. But
writing, as one student told us, is deep; it reaches into the depths of personality, culture,
political ideology, and psychological needs and fears. In the next chapter I will try to
sort out some of these issues that have emerged, in order to understand how they may
work on students’ inner lives and how they affect the papers they are writing. But first,
we will hear how students themselves might talk about these issues.
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CHAPTER 6
LOOKING BACK
What is it that students have been telling us? How would these particular
students that I interviewed pull together the issues that are emerging in this study of their
difficulties with analytical writing? If, after listening carefully to what they are saying
and especially to how they are saying it, after reading their papers, after observing them
in class and teaching them what they’ve told me they wanted to learn; if, after working
with these students as a friend and colleague for four and a half years I felt I could speak
for them, what would I say to the professors who participated in the study and to the
Western university in general?
The Students Speak to the University 21
1. Writing in a second language is more difficult than you imagine. It is hard
enough for those of us who haven’t used English much in our home countries, but even
those of us who are fluent, who have been working in English for ten years or more, are
still disadvantaged, compared to native speakers when it comes to writing papers. Part of
the difficulty is at the level of vocabulary, the words we can call up easily when we sit
down to write. We may use too many words to try to get at a single idea that you might
express in one beautiful sentence. We may use too few words, leaving out information
you find crucial, or turning in very short papers, because the effort of trying to put down
everything we are thinking seems overwhelming. When we sit down to write sometimes,
the thoughts don’t come at all, and that makes us worried that we really have nothing to
say. And when we do write, we are often disappointed with what we can express, for we
want to present ourselves as the sophisticated, knowledgeable people we know we are,
21
This section was read by seven of my informants (those who were still in North America and
could be contacted when this chapter was written), and their comments incorporated into the final
draft.
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but we are embarrassed that working with a limited vocabulary sometimes makes us look
like children.
We have discovered that even simple words come loaded with cultural meaning.
Words like "disappointed,"
"sophisticated,"
"knowledgeable," that describe human
feelings and attributes, or words like "analyze," "original research," "evaluate,"
Maslow’s "self-actualization" or even the word "need" seem to have radically different
meanings in different cultural contexts. Besides the difficulties this poses for writing, our
confusion about how your culture interprets these terms makes even our reading a time-
consuming chore. And when we don’t understand what we read, we tend to have
difficulty quoting authors correctly in our papers, or discussing their theories in class, or
critiquing them the way you expect us to do.
Grammar and syntax, too, are often stumbling blocks for us. Some of us have
never really mastered these surface features of the language, even though they were
drilled into us in our English classes at home. But regardless of our language ability or
our interest in perfecting our grammar, we have all passed the TOEFL test, which
indicated to us that our English was suitable to begin our graduate studies. We were
ready to get under the surface of things, ready to tackle the new ideas and skills that the
university has to offer. But when you create so much havoc about our English, when you
give us back our papers full of question marks or with "awkward" written in the
margins, we feel discouraged. We Find we are spending so much time on mastering
English that the ideas and skills that we came to learn sometimes fall by the wayside.
And so we become frustrated; we will never be native speakers, no matter how long we
spend in your country, yet you judge us by the same standards as you do Americans.
2. Language and culture cannot be separated. Part of the difficulty writing in
another language is that our ways of framing ideas in our own language, in our own
cultural context, are different from the ways you perceive things here. And so we not
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only have to perfect our grammar and vocabulary and then translate our ideas into these
new words, we also have to translate one frame of reference into another. This takes
time. It is a slow, agonizing process, especially at first. Our ideas, which may flit freely
in our heads without form or words, resist being put into a language we have not totally
mastered. And so when you assign a four page paper i, may take us twice or three times
as long as a native speaker to put it together.
But what makes it even more difficult is that when we arrive in this country, we
may have a very limited idea of how you perceive the world. Without any real
understanding of how Americans think, how can we frame ideas the way you do? If we
try to avoid this, and use our own ways of thinking, our writing comes out looking
confused, and you tell us it makes no sense. Well, no wonder. It often makes no sense to
us either. And it will not begin to make sense until we understand a little better the way
this culture thinks.
3. We have the feeling we’re failing to meet your standards. You don’t often tell us
this directly, but our cultures teach us to notice the subtle things, the unspoken things, so
sometimes we sense that we are viewed as second class. We notice it from the tone of
the feedback we sometimes get on our papers or in conferences with our advisers. We
notice it in the assumed superiority of the ways you do things here. We of course have
noticed this superiority of yours in our home countries, and it has bothered us there,
though we sometimes are seduced by it, and almost believe it to be true.
We have mixed feelings about this Westem-is-superior attitude, and it is often a
sore point with us, so that any discussion of it is very painful. We know, though you
sometimes are loathe to admit it, that your culture’s superior attitude is tinged with
racism, or with the "acceptable level of racism" that exists in your society. And so when
we hear the voice of the university talk about our "deficiencies" or even our
"differences," when professors imply by their behavior that we are unable to think
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clearly or reason well, or that we don’t understand cause and effect, or that our culture
or education system has not fostered our cognitive development, we become frustrated,
angry and depressed. After all, we were very successful students in our home countries,
and many of us have reached impressive levels in our professional lives - higher levels,
if we may say so, than many of our American colleagues at CIE. We are willing to learn
new ways of thinking and writing and discovering truth. But doing this is very difficult
in an atmosphere where our intellect and abilities are not fully respected or understood,
where we sometimes have the feeling that we are being allowed to slide by because we
can’t really make the grade.
Above all, we hate to be singled out, as, for example, in the title of this
dissertation, "International Graduate Students’ Difficulties With Analytical Writing." We
know that American students have many of the same writing difficulties as we do. So
why should our problems be emphasized? You cannot argue that you are setting us apart
in order to study our problems objectively. Since this dissertation is written in a context,
and that context seems to imply that we are inferior, then examining our problems
separately or creating a writing course that deals with our difficulties alone reinforces the
judgment of us that is implicit in your society.
4. No one explains the standards or expectations that we are supposed to meet.
Although this may sound contradictory after what we’ve just said about being singled
out, we want to emphasize that we need help. It is very confusing for us to try to figure
out on our own how we are supposed to express ourselves in the language and culture
here. We must learn by trial and error, by enlisting our friends or our spouses to try to
explain it to us, by occasional conferences with our advisers, by reading the feedback on
our papers. We learn it by sitting in classes and meetings, observing, not talking much at
first, trying to absorb the complex cultural situation.
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Occasionally, when we completely miss the mark on a paper, someone takes us
by the hand and shows us just what we were supposed to be doing. In fact, professors
sometimes have been extremely helpful and kind. But unfortunately, this is not enough.
Good writing takes a long time to learn in any language and culture. Being given a style
sheet or guidebook would be fine, being given individual help when we have not done
the assignment properly is useful. But we need a more thorough orientation to the writing
and thinking styles in this culture and to your individual expectations for superior
performance. We want to make the grade, and we know we can. But we feel we are
groping, sometimes, for a way to begin.
5. Thinking and writing the way you do causes changes in us that can be very
frightening. Communicating in the style required here - when we finally begin to
figure it out ~ requires us to think and reflect in new ways; it requires us to be more
direct and assertive, it requires a particular way of organizing our thoughts and
constructing our arguments that is more than just a technique that can be learned from a
course or a guidebook. Learning to analyze the world the way you do forces us to
formulate a unique, personal interpretation of each situation, and this means we must
become more individualistic, something that makes many of us feel uncomfortable.
Writing in a way that is so directly critical means that we must radically modify
our ideas of politeness and respect for authority. It may mean that we begin to see value
in many more opposing ideas than we did before, that we abandon the strong opinions
held by members of our group at home. We may be attracted to the idea of becoming
more critical and reflective and egalitarian, but we can see from the ills of your society
that individualism, relativism, and the abandoning of traditional authority have their
drawbacks.
Even more troubling, many of us know Westernized people in our own countries
who are prisoners of their new way of thinking, "captive intellectuals," some of us call
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them. These smart and accomplished but very unhappy people came home so imbued
with Western values that they grew estranged from their families and friends and finally
became unemployable, or unmarriageable, or even, in (he most severe cases, took to
drink or went mad. We worry sometimes, about what will happen to us. Are we destined
to become people without an identity? Will we look down on our own families and
friends who stayed behind? Will we lose part of ourselves forever?
6. We are concerned then the Wes, doesn understand or appreciate our nays of
exploring the nature of truth. When we try to communicate through metaphor or
parables or symbolic language, when we speak and write indirectly, leaving our most
important points unstated, when we try to use silence as an aid to reflection, or as a
demonstration of our status and wisdom, we are often misunderstood. In your context,
stories are for parties and cultural gatherings, not for classroom papers or even for
interaction in the hallways, for nobody has time for subtleties or for the long, drawn-out
personal anecdotes that cement a group together and communicate feeling and knowledge
through the currents of hidden meaning. When we sit silently in class or on committees,
you ignore us, as if we had no opinions or ideas, or else you put us on the spot, and
pressure us to speak up the way American students do, which makes some of us feel
embarrassed and ashamed because we are forced to act in ways that our culture sees as
rude, or childish, or even a little stupid.
When we do speak up in class or communicate in writing, perhaps by exploring
the context rather than focusing on the subject, or by using the arguments of a well-
known position to declare our own, or by merging our ideas with the ideas of others
(something you tell us is "plagiarism"), you may again misunderstand. When we value
shades of implied meaning rather than shades of explicit meaning as you do, we are
sometimes told that our paper or presentation "is fine as far as it goes," but that we need
to do "more analysis," or that we should "explore the issue more fully next time," or
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a we need to refer to a tnanua, to find ou, how to organic a research paper. Bu, ah
these communicative strategies, we contend, are valid ways of knowing that are
unapprectated (or appreciated only in theory) in your society. And tha, is sad for your
lack of understanding dilutes the richness of your institution, your culture -
Some of us wish that you would come to accept other styles of writing and
communicating, especially if your university claims to be culturally diverse or truly
Internationa1
. Others of us see this as too much to ask of you, knowing as we do that
shifting one’s world view enough to see just one other way of understanding and
communicating knowledge is an extremely difficult and time-consuming process. Students
from so many cultures and backgrounds turn up in a university classroom, we should not
expect a professor to understand them all. But sometimes we wish that the university
wouldn’t treat us as if we were invisible - until we put on another cultural skin and
speak the way you speak, write the way you write, search for truth in the ways that make
sense to you. If only you could step outside your paradigm for a moment and see that
we, too, exist; that we, too, are knowledgeable; that all of us together are competent
knowers of the world.
Ihe Researcher Speaks to the University
Now that we have heard the issues discussed in the composite, admittedly
fictional voice of the students I interviewed, let us step back and analyze, in another
way, the issues that have emerged in this study: issues that have come mainly from
students, but also from faculty, from the review of the literature, and from the
researcher’s experience teaching and advising international graduate student about their
writing.
"Stress other ways of knowing more,
we’re complaining too much. People should
the Western way is just one way."
one student told me in his feedback. "We sound like
know that there are many ways of analyzing and that
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To make this discussion a little more concrete, we can picture the confused first
semester student whom we left searching the literature for a definition of "analytical
writing" at the beginning of Chapter 2. She was trying to understand professors’
expectations a little better in order to meet her objective here: to get her degree and go
back home, perhaps to her job in the Ministry of Education in a developing country
where she hopes to implement some of the ideas she has learned in the West.
Suppose that you have had this student in several of your classes
;
you have read
her papers. Some of the short, personal pieces that you have assigned on how she would
apply her classroom knowledge in her home country have come back in a somewhat
formal tone, off the track, really, for she discussed theories rather than her own ideas,
and the connection between these theories and her home country situation was not at all
clear. In a longer research paper she relied heavily on only a few authors, which she
treated sequentially rather than weaving them through the text and tying their ideas to a
central point. Her syntax sounded confused in places and you are not sure if she doesn’t
understand the subject she was writing about or if you don’t understand her way of
putting it.
She seems to have good ideas, as she has begun to speak up in class, but you
sense that any attempt at a more complex paper will be fraught with difficulty, both for
her and for yourself, as her major advisor. What are the issues you need to consider in
order to work with this student, to understand what factors might be influencing her
writing?
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23
These issues emerged from the research data in the following way. Interviews with students
were transcribed or reconstructed from notes. They were read through at least four times in full
before themes began to be identified. On the fifth reading, themes were written on file cards and the
relevant passages in the transcripts were indicated by the informant’s name and the pages on which
the theme appeared. Thirty-nine initial themes were identified in this way. These themes were then
grouped under six general headings: Culture, Style Differences, Previous Education, Personality
Changes, Second Language Difficulties and Feedback. Cards were then gleaned for the most
important themes, i.e. those mentioned by three or four students as significant, or those emphasized
in very strong language or with much emotion by two or more students. These themes were used to
write Chapter 4: Students’ Voices.
The themes explored in Chapter 5 emerged from tape recorded conferences with individual
students around their writing. These students were ones who had agreed to participate and have their
writing quoted, and who had at least four papers, in some cases eight or ten, to show me as
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Looking at the diagram (Figure 1) on page 188 we can see ten issues that have
emerged from the data of this exploratory study, ten influences that might affect an
international graduate student’s writing. Two major assumptions -- also arising from the
data — that we need to keep in mind when looking at how these influences affect a
student are the following: 1) to succeed in writing a good "analytical paper" in the
Western university context, many international students must modify their world view,
and 2) "analytical" writing, when done well, is an especially potent force that both
results from and drives this change.
The issues at the base of the triangle arise from the student’s education - both
formal and informal - in their own cultural context. These issues are 1) the students’
previous school experiences 2) their knowledge of English and their understanding of
American culture, 3) their communicative style, learned informally from their families
and the larger society and 4) the behavior they have learned in their culture that is
appropriate to their status and gender. Let us look at each of these issues in turn.
examples of the difficulties they were experiencing. No attempt was made in this chapter to choose
themes of broadest significance; each discussion of an individual student was meant to be a personal
snapshot of that person and to document what they had chosen to talk about with me.
The issues in the diagram (Figure 1) on page 188 were chosen by a process that integrated
and prioritized the themes from Chapters 4 and 5. Both chapters were read a dozen or more times -
both silently and aloud, first to myself and then to a group of writing teachers/researchers (who
listened to several versions of Chapter 4 and pieces of Chapter 5). This reading was important in that
both the content of the chapters and the listeners’ reactions were imprinted more strongly in my
memory, which helped me choose the final issues to be included in this diagram. In addition,
Chapter 4 was read by two of my informants, and their reactions were added to the pool of possible
issues for this diagram.
Finally, Chapters 4 and 5 were read again, and themes were noted as they appeared
sequentially in the text. The original 39 file cards were then re-read to make sure no important
themes had been overlooked. Themes were then condensed into broader issues. Issues that had
emerged from faculty interviews were then reviewed and it was noted that four of the five issues
professors had brought up were also brought up by students. The fifth issue (differences and/or
deficiencies in students’ thinking process) is in a sense what this dissertation as a whole is about, and
could be said to encompass all the issues identified in the diagram.
It should be noted that most of these issues come directly from the students (e.g. Resistance,
Second language/Cultural knowledge, Previous education. Status and gender-based behavior,
Communicative style, Idea of how to discover the nature of truth). The others (Voice, Sense of
audience, Treatment of authorities, and Writing "ability") are framed in the language and mode of
thought of Composition Theory, and are issues I have found significant as a teacher/researcher.
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Student
Writing
188
Figure
1
Influences
on
International
Students’
Writing
Previous Education
Students from developing countries typically tell us that they come from
overcrowded education systems where they have had little individualized contact with
their instructors. If they have written papers at all in their undergraduate careers, they
were short, used relatively few references, and tended to summarize a well-known point
of view rather than integrating and critiquing a number of conflicting interpretations.
Students say they rarely have received feedback on their compositions, as their classes
were so large and their instructors so overburdened they had no time to comment on the
fine points of their students’ writing.
Instead of writing final papers, students often took multiple choice tests or so-
called essay exams, the object of which was to regurgitate, under pressure of a strict
time limit and the spectre of failure, what the instructor had read from his notes in the
lecture hall. Asking questions in class was nearly impossible because of the size of the
student population, but even when classes were small, students generally avoided any
kind of critique of authority or any mutual exploration of an issue with a professor, so as
not to put themselves on the level of the expert behind the lectern. 24
A student from Sri Lanka says:
We believe that if you’re a professor you know everything in the world.
So we put faith in them, and then they’re the most knowledgeable people
Here at the first classes the professor asked me, "Do you think it is
correct?" And he really didn’t know the answer. I was shocked. Oh my
God, in our culture a professor will never ask a student, "Do you
think...? It is that? I just can’t remember, and I don’t know this area."
Although most (but not all) students from non-Western countries come from such
education systems, each country, (and possibly each area within the country, as well as
each culture or subculture within these areas) may show different variations on this
educational pattern depending on the country’s resources, its previous history, its
This kind of education is not exclusive, of course, to students from Third World countries.
It describes very accurately the author’s undergraduate education at the University of California in
the 1960s.
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language of education, its infrastructure (the reliability of electricity affecting such things
as library hours or copying capabilities), and so forth.
To give an example of the educational differences that may exist between
countries, two students tell us about their former experiences with libraries:
(In the library at the university) you have to wait in the queue and putyour name and then every two hours the librarian will come and take thebook (from you) and then somebody else gets it, because you have only
AnH
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dy mi«ht steal somebody might lose it, somebody
might tear the pages, because everybody is so desperate.
Sri Lanka
We are a nation of.
. . oral literature. Of every four persons, three mightbe poets. So there are people who can recite different poems. Thousands
hundreds, and they can tell you who was the author and who was not and
can analyze literally in the way that you analyze; you know, your literarv
people, m writing. So your library has different types of books and things
like that. And we have this one-person library. So when that person dies
whatever there was in his head dies with him. What I’m trying to say is
’
that we have a different type of culture, catered to (people from) different
backgrounds. In our culture we are required to remember. In your culture
you are not required to remember.
Somalia
A country s education system is also supplemented by its alternatives to the public
schools, such as its missionary institutions or its private school system, often run for the
benefit of expatriate families and elite nationals, often Western in content, expectations
and style. Thus, students may come to the West with different individual experiences
from their previous education (including different undergraduate majors) that affect their
familiarity with the graduate school scenario in the West: the libraries, the use of
computers and photocopy machines, the need to know how to type, the conventions of
academic writing in our context, the group discussions, the lengthy research papers, the
constant rush and overload of activities, projects, reading, paper-writing, and so on.
Those who have attended Western-oriented, elite schools in their home countries
often come quite well-prepared to write in the expected style. Others have had
comparatively limited opportunities to understand the values, assumptions and
expectations for writing and thinking about issues in the Western style. However, these
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differences do not necessarily have the expected effect on students’ writing. One of my
students, for example, had gone through his country’s elite, three year kindergarten
system, giving him a crucial head start in French, the language of schooling, as well as
in reading and writing, which put him in the running for the best undergraduate
education and the top jobs twenty years later. Another student from the same country
went to a remote rural school until age twelve when he was moved to a private boarding
school and got his first glimpse of a town and of varieties of people and life styles that
he had never imagined existed. However, the one who had gone to the rural primary
school was by far the most clear, reflective and "analytical" writer, while the one who
had gone to elite schools since kindergarten had great difficulty expressing himself on
paper.
Second Language/Cultural Knowledge
As students have told us that language and culture cannot be separated, we need
to look at these influences on student writing as a single issue. English grammar, syntax
and vocabulary, both oral and written, are intimately connected with ways that
Americans frame ideas, the cultural nuances of seemingly simple words, and the way that
assertive vocabulary and linear, tightly woven arguments are used to express opinions
and make individual interpretations. Some students, however, have been taught English
in a cultural vacuum, and so even fluent speakers may be confused by the ways people
think and interpret the world in the new environment. To compensate, perhaps, for this
difficulty, students who are fluent in English have the chance for more contact at a
deeper level with Americans, which in turn may influence the culture and language
learning process.
We might also imagine that the further a student’s language is from English and
the further its culture, historically, from the U.S. context, the harder it might be for that
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student to gain facility in the new language and culture. For example, a second
student from Japan comments:
sis asss fits'- - --
Students from Mainland China often come with more difficulty understanding and
expressing themselves in spoken English than students from other countries because of
China’s isolation from Western languages and cultures as well as the differences in
script, grammar, vocabulary and cultural concepts. However, as we have seen with
educational preparation in general, students who come from vastly different language and
cultural contexts are not necessarily the least well prepared, nor do they necessarily fail
to catch up once they arrive.
Communicative Style
By communicative style I mean appropriate cultural behavior; the ways that
people are taught from early childhood to interact with others and express themselves.
International students working with American children sometimes notice that they are
more assertive and outspoken (or one might say "rude") than children in their own
countries. Besides expressing their feelings openly, American children learn from
parents, siblings, friends, and teachers to "speak up," "get to the point," "spit it out,"
"say what you mean." Such messages teach us to be direct and straightforward,
impatient with digressions, and conscious of wasting other people’s time.
Students from other cultural backgrounds, however, may find that getting to the
point the moment you pick up the phone, or meet someone in the hall, or approach your
professor with questions about a paper, is impolite, or childishly impulsive, or
disrespectful of the intelligence of the listener. "I don’t get any politeness from anybody
here," a Japanese student told me somewhat bitterly. "The concept of politeness (in
Japan) is very different in a very explicit way."
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In cultures that have not yet lost their oral nature, communicative style may also
include dramatic skills such as tone of voice, body language, gestures, pauses, silence,
rhythmic repetition, rhetorical questions and other devices to add to the way knowledge
is communicated and enhance the story-telling style.
However, a culture's communicative style is not simply imprinted on each
individual, but is no doubt influenced by such things as personality and early
experiences. An Indonesian student noted with surprise that some American men are
sensitive, quiet and indirect, even though the culture teaches them to be argumentative
and comparatively thick-skinned:
I was told that in American culture, they don’t take (criticism) personallyBut I found Americans like in my culture!
. . . Deep in the heart it’shuman. You know, on Nightline? (How) they attack each other'?’ And
laughing, you know. But you can’t do that with "Professor W " attack in
class. W will hurt too, as a human.
Status/Gender-Based Behavior
Students have commented that some aspects of the communicative style expected
by the culture may depend on a person’s gender and status. Women from Korea,
Indonesia, Sri Lanka and Chile have all mentioned that women are expected to keep their
ideas to themselves in discussions with men in their societies, and that this deferential
behavior becomes a habit that is very hard to change when they come to the West and
are expected to speak out in class. These students say that their polite silence does not
keep them from thinking, however, or from having strong opinions, but when these
previously private thoughts begin to be expressed in the Western context, the ideas may
sound confused, or hesitant, or even the opposite of what they wanted to say.
Status differences, too, affect communicative style. The male student from Nepal
who was "junior to everybody" in his family and tried to "be very polite, humble, and
keep very low," had trouble finding vocabulary that was "aggressive" and straightforward
as was required of him in this context.
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In addition to being affected by status differences within the family, these
graduate students come from positions in their professional lives that call for various
kinds of status-based behavior. Some students are "just staff" in their home organizations
while others are supervisors or have reached the top of their profession. And while staff
tend to avoid standing out in many cultures, they do not necessarily just keep quiet.
Students from Cote d’Ivoire tell us that senior individuals there may be expected to
contribute relatively little to a discussion but make the final decision on what position the
group will take at the end. A student from Sri Lanka says that the most important people
let their status be known by taking certain places at the meeting table, and by their
silence until the very end, "when the most important ideas are introduced." Thus, people
of lower status may be more verbal and straightforward, while higher status individuals
act with restraint and formal reserve. Such communicative styles seem to carry over to
the new context, at least at first, and affect how students interact in class, contribute to
discussions, serve on committees and put forth their ideas on paper.
These, then, are the issues at the first level of the diagram. Since they arise from
the cultures and educational backgrounds of the students, we might expect them to be
internalized in childhood and become deeply rooted in who they are. This seems to make
these issues very difficult for students to change, at least by working on them directly.
The highly outspoken and original Indonesian student who tried so hard to make himself
express his personal opinion by using the word "I," for example, or the Korean woman’s
confusion and resentment when her professor expected her to speak up in class, or the
Chilean student’s emotional crisis around coming to the point in her first paper in my
writing class, all demonstrate how difficult it is for students to go against their own
upbringing and change the communicative style taught by their culture, even when they
know it will help them meet their objectives here.
Issues in a student’s previous education, too, are difficult for them to change in
the new context. For example, students with low English ability often ask for correction
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of surface errors on their papers, but rarely find the time to sit down with a grammar
book, or internalize the rules for commas, or learn the card catalogue system in their
first semester.
25 And the former mathematics major, who listed her arguments like a
geometrical proof, was able to work on fleshing out the details when she understood
what was required, but continued to write short papers, keeping most of the information
she researched and thought about in her head. Perhaps the reason these educational
influences are difficult to change is because they have become habits, or at least deeply
held expectations about what constitutes academic performance.
All these issues on the first level of the diagram influence those on the second, as
indicated by the arrows between the two levels. First level issues, as we have seen, have
been imprinted by culture, modified by the personality, and internalized over time. These
educational and societal influences act on the issues on the second level - issues we
could categorize as writing and thinking strategies. These are: 1) students’ ideas of how
to discover the nature of truth, 2) students’ treatment of the authorities they must read
and quote in their papers (as well as their ability to imagine themselves as authorities); 3)
students’ sense of "audience" or the people they are writing to; and 4) "voice," or how a
writer "sounds" on paper. All the issues on this level might be said to have to do directly
with writing and the thinking that takes place during writing, while the deeper issues on
the level below have to do with personal attributes, skills, knowledge or style.
Let us look now at the second level issues, the writing and thinking strategies that
students bring with them from their previous contexts that are influenced by the deeper
issues of education and culture and that influence, in turn, how these students write
papers in their new cultural context.
25 An exception - some skills like learning to type and using the word processor are so critical
to students’ success here that they typically work very hard to master them as quickly as possible.
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Idea of How to Discover the Nature of Truth
In Western style "analysis," as we have learned, truth is investigated and
discovered through certain preferred ways of thinking and writing. In one variation on
this process, a problem is identified, questions are posed, the subject is broken down into
pieces and each one is examined separately. Then the parts are rearranged, making new
connections, organizing new patterns, classifying, categorizing, creating a new whole, a
new idea. For a research paper, writers must often build a case from certain kinds of
information called "evidence" that is either collected by the writer (now called a
"researcher") in certain prescribed ways, or compiled from the works of authors of a
certain stature who publish particular kinds of texts in particular kinds of journals or
books, all defined as "scholarly" by the culture of the university. These texts are found
in libraries, and the words of their authors are transferred to the research paper in the
form of quotes26 and paraphrases that must accurately describe both the author’s ideas
and the implied meaning behind them. These quotes and paraphrases must be integrated
into the text and tied directly and explicitly to the original problem or main points.
Personal experience may sometimes be used as evidence, but only in short snippets
(rather than in whole narratives), the point of which must be made evident early on,
rather than saved until the end or left unstated. The writer must not generalize too much
from personal experience or use words like "always" or "never," but a certain amount
of generalization is usually called for, to keep the paper from looking skimpy and
unreflective.
This, of course, is only one variation on "analysis" that American students may
be called upon to do in their graduate career. Peter Elbow, in looking for a general
26
In Western style "analysis" an individual author’s words seem to take on a sacred quality that
calls for ritual behavior on the part of the writer who uses them. Quotes must be exact, down to the
commas and the misspellings, and must be attributed to an individual author by a rigid sequence of
name, year, text, publishing house, and so on. Students from non-Western backgrounds often find it
strange and amusing that words can be "owned" by individuals, and that using them without
acknowledgement constitutes "stealing."
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definition of "academic discourse" that cuts across disciplines, says that "what would
seem central" to it is
the giving of reasons and evidence rather than just opinions feelines
experiences; being clear about claims and assertions
P
rathe? &£? just
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or
.
insinuating; getting thinking to stand on its own tw0
J
feet
heaj-s i^ 630108 °° ^ authonty of who advances it or the fit with who
(Elbow, 1991, p. 6)
Elbow s description of academic discourse demonstrates both the Western idea of
how to discover the nature of truth as well as our attitude toward those who do it
differently ("just opinions, feelings, experiences"
. . . "just insinuating or implying"
stand(ing) on its own two feet rather than leaning on the authority of
. .
."). Elbow
points out that this definition should be modified, as this way of describing the "single,
general intellectual goal behind the variety of academic discourses" is a little more
detached and objective than scholars are in reality. Personal interests, concern,
commitment, even passion are in fact allowed, he says, as long as they don’t let the
discourse slide into "mere subjectivity" (ibid., pp. 6 - 7). Even with this modification,
however, it is clear that the Western academic notion of how truth is discovered and
expressed remains firmly planted in its cultural and historical tradition.
But as students have begun to explain to us, other traditions teach quite different
ways discovering and communicating ideas about the world. Some of these, we can
recall, are analyzing by parable, or using proverbs to call up a whole range of images
and feelings held in the collective subconscious of the society, as a Sri Lankan student
told us, or "merging your opinion with the opinion of others," as the Japanese student
mentioned. The Indonesian student has explained how a personal position is declared by
using the vocabulary and political stance of a group, and the Somali mentioned how
subjects are seen holistically and arguments are substantiated by oral wisdom stored in
memory rather than by written wisdom found in libraries. Latin Americans have told us
about the necessity of exploring the context rather than "dissecting" the subject, and
about the reader’s responsibility to draw conclusions from a free and digressive
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exploration that may never "get to the point." A Nepali student mentioned the
importance of accumulating mountains of facts rather than making explicit meaning of
those facts, while a student from Cote d’Ivoire talked about "creating suspense" in
communication by making the point at the very end, and his preference for an
unsubordinated oral prose style in writing rather than a tight package of explicitly stated
ideas.
These illustrations should not be taken as specific cultural styles of discovering
truth; they are far too tentative and sketchy for that. However, they should perhaps hint
to us that international students come to the West with different and interesting ways of
looking at the world that their cultures teach them are natural and valid. These different
ideas of how to discover the nature of truth are evident in students’ writing, which
contributes, perhaps, to the confusion felt by the Western academic reader.
It is important to realize, I think, that these students are not simply writing in
culturally defined rhetorical discourse patterns (such as Kaplan’s Oriental spiral, or
Romantic digressions, or Semitic parallelism), but that their writing may reflect whole
ideas of how to investigate and verify and express some truth about the world. These
ideas may be in certain ways combined with the Western idea of "analysis" depending on
the students previous education, their knowledge of American language and culture,
their culture’s communicative style, their gender and their status in their own society: all
issues on the first level of the diagram.
In fact, there is no reason to believe that each cultural way of investigating truth
may be totally different, either from each other or from the Western "analytical" style.
After all, we are all human beings with common biologically determined capabilities,
with similar needs for communication and belonging, with a similar sense of curiosity
and inclination to self-expression. We should not lose track of similarities just because
we need, for the moment, to highlight differences.
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Treatment of Authorities
me second of the writing and thinking strategies, closely connected with the issue
above, is how students treat authorities: how they are able to use authors' words to
support their original ideas, how they critique these authors, and if they are able to play
with authorities’ ideas a little or write as if they were conversing with them, or if they
tend, as Peter Elbow (1991, p. 6) puts it, to "lean" on them or "fit with" not only the
authors they quote, but the authorities who read their papers.
Professors have remarked that students often have difficulty in this realm:
. . . international students (need to understand) our set of ground rules forwanting to hear from them as well as from written sources (Z is) howdo they mix written sources and their own thinking. There are those who
are taught in their own society that what they think is irrelevant thatTn asense they don’t exist. They are there to suiWize and repeZind
transmit and demonstrate that they have read some sources. And so
nothing has validity unless it comes from some other source.
Professor Y
Students in my writing class tell me that even imagining themselves as people on
an equal level with the authors they are reading may be extremely difficult. I have also
found that it is also quite hard for them to write as if they were making clear, direct and
unequivocal recommendations to, say, the Ministry of Education, a stance they might be
required to take when writing an "analytical" paper in the Western context. But viewing
one s self on the level with the lofty "knowers’ is only one part of what is needed here.
How students deal with authorities may also have to do with how much they consider
themselves individuals, or rather, how much individuality counts in their cultural context.
Thus the value judgment implicit in Professor Y’s view of students’ difficulties in this
realm is perhaps unjustified. If the way you know you exist is by feeling part of a group,
if the way your ideas have validity is by their connection with the ideas of important
authors, then separating yourself from all this might very well seem strange, or pointless,
or a little frightening.
How students decide to deal with authorities in their writing is clearly influenced
by the issues at the first level of the diagram, especially status and gender based behavior
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and previous educalion. For example, a student like F in the last chapter, who has been a
political activist for the last ten years and who confidently takes political risks he terms
as "crazy," whose status is relatively high in his own country - he has translated Freire
and introduced his ideas to the alternative political scene there - has no qualms about
taking on Professor Y's ideas about Nonformal Education. But despite his willingness to
discuss theory on an equal basis with professors and students around the university and to
critique authorities, at least indirectly, in his papers, he continues to ally himself with a
guru and as such, has difficulty critiquing his own position, unless he is getting ready
to jump to another position held by another well-known theorist. Thus, the way this
student quotes and critiques sources and takes a personal stand depends on first level
factors of culture and status - the cultural assumption that group opinions are perhaps
more valid than individual ones, and F’s status as an educated, important male in his
own culture.
In contrast, D, the student nearly paralyzed with writer’s block, has difficulty
imagining herself as someone who could even carry on an academic conversation with a
professor, much less critique his writings. As mentioned above, but perhaps worth
stressing again, this is typical of, but by no means exclusive to international women
students, whose cultures have often taught them to serve men quietly and to keep ideas to
themselves. This feeling: that one must keep in the background, and that one has no
ideas worth mentioning, is likely to be internalized and may affect how the student then
views the authorities she quotes in her research papers. With the new expectations called
for in this culture, not only must she push her own ideas to the forefront, but she must
imagine, at least for the purposes of the paper, that she is equal in status to the authors
she then must use to bolster her own arguments, or whose knowledge she must disparage
in a critique.
It’s not that women international students do not feel critical of some of the
authors they read, or that they really feel deferential to authority. They may be critical or
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even contemptuous of some of the ideas they read, but their internalized view of
themselves in relation to those authorities prevents them, sometimes, from manipulating
their words as is required in their new context. Each student, then, has a particular
stance toward the authorities he or she must quote, and a readiness or reluctance to enter
into an academic discussion with them as equals. And the way a student deals with this
situation depends on status, gender, and the historical and cultural influences on their
communicative style.
Sense of Audience
Writers need to imagine or feel who they are talking to; to sense or actively
figure out what they need to know for the paper to "make sense" to the reader and to fit
the required form. As we have seen, students from radically different cultures have a
hard time imagining who that audience is or what they might need to know. The question
of how much background material is necessary, both to include and to reference, always
provokes lively discussion in my writing class, as students point out that if the major
audience for a paper is a professor who is an expert in the field, very little needs to be
explained explicitly, no background need be given, and so on, because the professor
already knows so much more than the student does.
Added to this is the problem of common knowledge. A writer does not have to
provide references for something that "everybody knows." But how does a newcomer to
this culture determine what everybody knows? Students are in a double bind; not only do
they not know what their new audience needs to know, they typically have little
experience with the idea of providing a written reference for every statement of fact, so
they don’t know where to draw the line.
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Voice
The tone that a student adopts (either consciously or unconsciously) may sound
strange to Western ears because of its roots in an unfamiliar culture. The Indian student
we can recall, was listening for "more administrative language" in the words she chose 1
words that might sound stiff and formal in the context of CIE. A Japanese student was
striving for more and more complex sentences, regardless of how many times she had
been told to simplify, because, as she said, Japanese academics send "subliminal
messages" saying "I’m not telling you what I know - but in fact, I know."
A stilted tone of voice may also come from students’ quite admirable attempts to
stretch their vocabulary beyond what they are comfortable with in English, particularly
when they attempt idioms that do not mean quite what they intend. Metaphors, too, may
have a strange sound, as the student guesses at how far they can go with them and
whether the audience will like them or be put off by them. With greater familiarity with
American language and culture, a writer’s tone of voice may change. However, what that
voice ultimately sounds like will depend on whether students are encouraged to sound
like themselves or whether they strive for the dry, "objective" tone of much "analytical-
writing. The Sri Lankan student, to whom the sound of the words was so important that
she believed a reader would not understand a story unless she read it aloud, had great
difficulty adopting - or understanding - the standard Western academic voice that
needed to say "The Impact Of That Training On Me" instead of just talking about it
naturally.
These, then, are the issues I have placed at the second level in the diagram, as
they seem to be writing and thinking strategies that are influenced by the issues at the
level below. In contrast to first level issues, they are areas that can be actively changed
when students understand the expectations of Western style and begin to apply them to
their writing. For example, we can talk about organization of a paper and what kinds of
proof are necessary, we can give students practice in making their main point clear and
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direct and in constructing a linear, explicitly connected argument - all part of the
Western idea of how to discover the nature of truth. We can comment on what voice
works for us as readers and where we are confused or clear. But as students change
these writing and thinking strategies, they tell us, the first level issues begin to change as
well. By practicing being direct in writing, students may become more assertive and
straightforward in other interactions. By practicing linking arguments in a linear way, or
critiquing authorities, or breaking down their holistic way of seeing the world, students
may find they need to abandon the ways their culture taught them to act according to
their gender, status, political outlook, ideas of individuality and so on. Thus, while first
level issues influence the writing strategies students come with, the changes students
make in these writing strategies affect fundamental first level issues, sometimes causing
resistance and anxiety.
Resistance
On the third (or top) level of the diagram are what I would term "gatekeepers,”
the psychological issues which can either block or facilitate written expression: resistance
and writing "ability."
As students have told us, resistance can take many forms. Resistance to writing in
the style expected here, (or to writing anything at all), may be a student’s reaction to the
shift in personality that is experienced on exposure to the new environment. Students
may also resist having to evaluate their former culture as they may be forced to do when
they find themselves changing. They may resist thinking of themselves as authorities, as
their culturally based communicative style may be sending them contradictory messages
about what is expected of them.
Students may also resist the university’s assumption of the superiority of the
Western world view, for this patronizing message may call up bitter reminders of their
country’s bondage to the Western idea of progress. As the Somali poet Hassan Keynan
wrote:
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The day will come
When I will break
The monotony °f being in the periphery
In the seasoned gaps of modernization
Widening gradually and gracefully
To welcome the fall of posterity.
(Source Unknown)
27
Students may resist the feedback they are given on their papers or their
instructor’s insensitive comments about their English, causing dram to avoid seeking help
on how to "improve." Students may even resist out of habit, if their personal and
historical situation has called up this resistance for many years and caused it to become
part of their style: their reaction, perhaps, to challenges they are not sure they can meet.
All these forms of resistance (and undoubtedly many more) can be expressed in a
writer’s voice (affecting its tone) or cause that voice to become blocked. And as students
have told us, resistance can cause so much internal tension that they expend great
amounts of energy being angry, depressed and in emotional turmoil.
Writing "Ability"
I put this in quotes because I find it difficult to talk about ability as if it were
something innate or fixed. It is not. Ability has to do with willingness to write, with
interest in working over and over a draft, with a writer’s delight in finding words that
express a thought exactly, and with having something to say. It is deeply dependent on
psychological factors; students who have what I would call "good writing ability" think
of themselves as reasonably good writers, and though they often find writing difficult,
they take pleasure in either in the process of writing or in the finished product or both.
If the student’s writing ability is high, even though she has great difficulty with
English, you will see that she works twice or three times as long as anyone else trying to
The day after I handed out the first part of this chapter to my informants for their comments
aphotocopy of this poem appeared in my department mailbox. The poem ends: The day will come/When I will undo the curse/ And ceremoniously give up/ The privilege of being a burden
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bring the words under control. And when you read her paper, even if it sounds
"foreign," you can feel its power:
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means to deal with a non-violent movement. But looking back atChinese history, one may believe that what had happened was in
an inevitable way. And the bloody event was just like a
reappearance of some historical sections.
As a teacher, I see great differences in writing "ability" among students. This
combination of a determination to write, the need to express one’s self, and the
willingness to work at it until it sounds right does not necessarily come from students
who have had a great deal of practice or success with writing. The first semester
Mainland Chinese student quoted above told me she does not consider herself a writer in
her own language and in fact, has rarely written a paper in which her own opinion was
called for. She would typically hand in papers late, with a thousand apologies, often
breathless and dishevelled, with an expression of pure triumph. She did not always do
the assignments or follow the conventions for "analytical writing" that we had talked
about in class, preferring to write what she needed to write at the moment. An appendix
she attached to her last paper in my writing class gives the impression of a bird in first
flight:
Note: I have read some books and articles on the democratic
movement that happened in China in 1989. But it is hard for me
to say from which resources I have drawn any ideas to put into
this paper. However, one thing is clear; that all the knowledge
and the ways I used to think and write are what I have learned
from my teachers and others, although I have to use my own
mind to absorb and integrate them. I am very grateful to those
who gave me knowledge and let me know how to recognize the
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world. And also I am very sorry that I did
at the end of this paper.
not put any references
This feeling of being able to express pent-up ideas for the first time is perhaps where her
"writing ability” comes from.
By contrast, students with low, or temporarily low writing "ability" typically
struggle to express themselves to little avail. Alternatively, they might toss off a paper
and hand it in full of grammar errors they could easily have edited, and avoid looking at
the feedback written on it afterwards. They say they hate to write, or that writing is a
great struggle and they would do just about anything else if they could. They may tell
you they had the same problems expressing themselves in their first language; in their
new context, their struggles are compounded. "Too stupid to write in English," said one,
to the great delight of a few other "low ability" writers in her group. Writing ability
might be called the most personal of issues, because it is so connected with the soul’s
need to express itself, and the fortitude to let nothing stand in its way.
These third level psychological issues influence the writing and thinking strategies
on the second level just as the cultural and educational first level issues do. While
resistance tends to diminish voice, or to diminish the effectiveness of papers because of a
refusal to speak to the audience in a style they are familiar with, writing "ability" tends
to liberate it; if one feels compelled to express one’s self one will work as hard as
necessary to find the words, the organization, the ways of speaking and knowing and
"recognizing the world" to make sure that one’s voice is heard.
These then are the ten issues that have come up in this study, looked at in the
Western "analytic" style. Our understanding of them is still hazy, as this study has not
attempted to explore any of them in depth, but only to identify them and look at their
possible influences on each other and on international student’s writing. But since they
are still somewhat general and theoretical, it is perhaps difficult to know how identifying
them and describing them as I have done will be much help to the international student
whose writing does not yet meet your expectations.
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Some Teaching Stratpp ioc
Though it seems premature to give specific recommendations based on such initial
explorations, I would like to offer some suggestions that will at least do no harm. Most
of these probably have to do with what I would call good teaching strategies, which are
effective when working with students - international or not - who are new to the
discourse of the university.
1
. Define your term, both for yourself andfor your class. Ask yourself what exactly
you mean by such words as "analysis," or a 'literature review" or an "annotated
bibliography." Write down your definitions and search them for other seemingly
elementary but culturally loaded words, and try to define these words for students
coming from other frames of reference.
2. Walk your students through the kind ofpaper you expect. Give them guidelines on
what you consider good organization and style. Let them know how you prefer them to
treat authorities, what kind of evidence you want to see. Give them several alternatives,
if you are unwilling to be pinned down on a single preferred form. Students often ask for
models of the various kinds of papers that are required, so give them samples that you
judge as excellent and point out exactly what you think is good about them.
3. Walk your students through thinking about an issue. In my classes I invariably
find that students who have been pegged as "not thinking" are able to come up with
exciting, creative, often highly original ways of considering an issue if I help them
brainstorm ideas (for example, of why a problem might occur) as a group. Let them
prioritize and categorize the blackboard full of possibilities themselves and come up with
different strategies to construct their arguments.
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4. Help your students read. Even first language students sometimes cannot make
heads or tails of the poorly written or jargon-filled journal articles they are assigned.
Questions for discussion in small groups sometimes help, but make sure the groups really
understand the issues well enough for the discussions to be illuminating. For reading
containing very dense ideas, mentor-assisted reading groups can help students work
through difficult passages and take a more "critical" stance. Ask students who have been
through the course previously or others with knowledge of the field to participate in
small group reading and discussion sessions. Students take turns reading aloud; anyone is
free to interrupt at any time to ask about the meaning of a passage or to offer their own
interpretation or critique.
5. Cull your reading listfor the articles that may encourage students to use arcane
vocabulary without knowing its meaning or to emulate authors with convoluted writing
styles. Notice the academic style of the articles and books you assign. If an author writes
in a different style or explicitly defies conventions you consider essential, bring up the
issue in class and let students discuss the purposes of different writing styles and their
value in different contexts.
6. Be careful with feedback. While it is essential to give students guidance on how
they can come closer to meeting your expectations, pointedly critical or overly detailed
feedback may increase students’ resistance to writing rather than helping them think and
write in the style you expect. Try to understand what the student was trying to do and
then give suggestions on how they could do it differently. Specificity is essential. Words
like "transition needed" or "awkward" are rarely helpful. Instead, write a transition or a
smoother sentence yourself to provide a model of exactly what you would like to see.
With second language speakers, try not to focus on surface errors such as grammar or
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punctuation. Learn to read through the English errors and focus on the ideas and the
"analysis."
7. Be positive. Let students know the strengths of their papers as well as their
weaknesses. If they need to work on transitions, point out where they have made good
ones as well as showing them places where you are confused. Show students where they
have taught you something new, or where something interests you. Some instructors use
their own shorthand, such as exclamation marks or squiggly lines to mark these places on
students’ papers quickly. But in talking to students about the feedback they receive at
CIE I have been amazed at how consistently these marks are misunderstood. It’s
probably better to take the time to write comments out in full — legibly!
8. Don’t jump to conclusions. As I have tried to point out in this study, what we see
on students’ papers does not necessarily reflect what has gone on in their heads. It is
popular to say that writing is thinking. But when students do not understand our
conventions, when their culture or their academic background has taught them to express
themselves in ways that we do not expect, when their idea of how to investigate the
world is different from our own, we should not decide too hastily that they do not have
ideas, or even that they have not thought their ideas through.
9. Try to inform yourself about other styles of discovering truth. But at the same
time, don’t shy away from teaching critical analysis in the Western sense. By letting
students know you value other ways of knowing, you can teach "analysis" as one form
among many. This will help create a safe environment for intellectual exploration, and
decrease students’ resistance to learning a new style.
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10. Don’t hesitate to demand much of students. Students come to graduate school
expecting to be challenged. Assign more papers, ask hard questions, require that students
read and discuss the issues in the field in depth. But be sure they know what your
assumptions are and how they can meet your expectations.
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CHAPTER 7
IN CONCLUSION
Findings
The most interesting things that have I have learned in this exploratory study of
"analytical" writing can be summarized as follows:
1. What the Western university calls "analysis" (and sometimes also calls by other
names, such as "academic writing," or "critical thinking") is more than just a technique,
but a world view, taught by the culture as a whole, and by the education system which is
a part of that culture.
2. International students often come from cultures and education systems that teach
different world views, sometimes in conjunction with the Western one.
3. International students may need to change not only their writing styles, but their
world views when they come to an American graduate school.
4. Writing is a potent force for this change, as it reaches the depths of students’
personality, culture, education and thinking processes.
5. Students are not always aware that they are changing, or may not want to
acknowledge that they are losing part of their former selves. The process of change may
be experienced in the form of resistance, anxiety, or a later realization that change has
occurred.
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6. Faculty and other "voices of the university" who suspect that some international
students aren’t thinking or have never learned how, are looking at "thinking" very
narrowly. Their observation - that these students aren’t doing "analysis" - is basically
correct (quite a surprising finding, for me). What they need to understand is that students
may be thinking, organizing, investigating, and communicating in totally different ways,
and that these ways are valid, complex, difficult to master, and useful in fulfilling human
needs.
7. "Analysis" as a world view or as an "idea of how to discover the nature of truth"
is different from abstraction ability or "higher cognitive development." There is very
little evidence in the literature to support the notion that students from oral or non-
Western backgrounds lack cognitive structures or processes, or that the ways they think
are at all under-developed. My teaching experience supports this, as it has become clear
to me that most students can learn to come to the point, write in a linear style, weave
arguments throughout the text, express their opinions, develop a tightly connected line of
reasoning, quote authorities appropriately; in other words, "analyze," if they understand
that these things are required and can practice doing them in a safe, accepting classroom
environment. When students have a great deal of trouble doing this, it seems safe to
assume that other of the identified issues (such as resistance, communicative style, gender
and status, etc.) are standing in their way.
8. The writing that appears in international graduate students’ papers is perhaps
something more than Kaplan’s cultural writing styles. While each language/culture may
have its own distinct forms that are valued over others, these forms are modified by such
things as students’ exposure to Western methods of thinking and organizing in their home
cultures and their attempts to change (or the results of their unconscious change) to meet
the expectations in their new environment -- i.e., students can be in between styles, and
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this may show up in their writing. addition, students come with (or develop) varying
degrees of resistance or writing
'ability- that also affects their written products.
9. We have perhaps underestimated the emotional and political aspects of expecting
students to write and think in new ways. We do not fully realize the depth of their
confusion, depression and resistance to the demands of writing in a new style. It is a
difficult issue both to research and to talk about, because of anxiety and fear that
surround it.
10. Learning to understand and appreciate other ways of perceiving the world is
difficult, perhaps because of the depths at which our culture has internalized our own
world views. Students have begun to tell us about some other ways - or parts of ways -
that truth can be discovered and expressed: through parable and metaphor, through
vocabulary loaded with cultural meaning, by using indirection to make a point, by
emphasizing group consciousness over individual, personal points of view. We need to
investigate and understand these ways more in order to educate ourselves, to value
diversity. This effort on our pan may help improve the climate and make it easier for
international students to take on the world view we teach here, to succeed in our
paradigm.
Looking Ahead
What are some lines of research that might be fruitfully pursued in order to begin
to understand these issues that have turned up a little better?
1. First, something that has been nagging at me for a long time: the difference
between international and American students’ writing problems. My hunch is that
superficially, these problems will look rather similar; both groups may develop resistance
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to writing, for example, both groups sometimes write garbled prose whose point is not
evident. Both need to be encouraged, at times, to develop an argument more fully, or to
use resources more effectively. Except for surface errors of grammar, syntax and
vocabulary on second language speakers’ papers, we may wonder if there are any
significant differences at all.
Initially, it might be interesting to explore what those obvious differences are - if
any are found. For example, faculty in this study tell us that international students tend
to "write more narrative" than Americans. What exactly do they mean by "narrative?"
Stories? Or a form of indirect approach to a point, or talking in a digressive fashion
about the context?
But my hunch continues; the problems that look similar on the surface may come
from different sources. What, for example, is behind an American’s case of writer’s
block? My feeling is that the resistance we have identified as coming from international
students because of this forced change of world view is different from what is stopping
the American student whose culture has made him or her quite familiar with that world
view. Not coming to the point, as well, could come from different sources. For
international students, it could be in part a cultural predilection for indirect expression,
while for Americans it could be a lack of thinking through the problem adequately, or
some other, yet unidentified reasons.
Another wrinkle on this same investigation: when Americans and international
students do have writing problems that come from the same source, perhaps their
reactions are different. For example, international students who have difficulty seeing
themselves as authorities might tend to quote the works of others excessively, while the
American student might simply procrastinate (a form of resistance) or perhaps toss their
papers off, as if they weren’t important.
214
Another thought along these lines: Professor Y’s comment about "arguing by
exhortation. " He points out that both Americans and international students are guilty of
this:
I guess its a category of people who feel very strongly about something
so that when they write a paper it’s all full of assertions that aren’t even
explained, much less documented
. . It could be the American who has
worked overseas and feels very strongly about oppression. It is in part an
immaturity, you see it in people who are just learning how to use the
concepts of the language. They’ve suddenly got these powerful ideas and
these powerful labels and they’re all turned on, that they think they have
the answer. Recent converts. They’ve learned the words and the ideas and
so on, they don’t use them to think with, they use them to beat the
opposition with. It’s more of a weapon than it is a thought process. It’s
more of a declaration, an assertion of "truth, as I now see it." And the
reason these people are so very hard to work with is that they don’t want
analysis. They don’t want to be asked anything that demonstrates a
limitation or a weakness to the position they’ve got, that’s too threatening,
they can’t deal with that. . . That certainly doesn’t apply to all
international students. There tend to be in many ways a lot of Americans
in that position.
The question is how do American and international students differ here? I am
wondering if, for some international students, adopting a strong group position is
expected and taught by the culture. But for the American student who argues by
exhortation, personal needs may be more important. Their "irrational" reasoning may be
a kind of rebellion, a resistance to the system and a need to identify very strongly with a
group that supports an unpopular position. Perhaps their need for group support and
cohesion for this reason and perhaps others, overwhelm their need for individual
expression taught by the culture. Does it matter? Is one reason more valid than another?
Do they both (or either) really imply immaturity? I’m not sure. Maybe finding out more
about this can help with teaching strategies.
2. The second issue that has been nagging at me since Peter Elbow showed me the
draft of his "Reflections on Academic Discourse: How it Relates to Freshmen and
Colleagues" (1991) is the following: Is "analysis" really part of every American’s
cultural and educational background, or is it honed to a fine point mostly in privileged
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white males? Harvard teaches you to be "analytical;" but what about the local
community college? What about the inner city high school? Different educational
backgrounds may send very different messages to Americans, the same as they do to
international students.
And then there is the cultural issue. Is the world view of Western style "analysis"
taught by different cultural groups within the U.S.? Is it taught in the Chinese
community? In the Jewish community? Is it taught in the same ways to boys and girls?
And speaking of girls, if there really are different "ways of knowing" for women
(Belenky et. al, 1986), (something I’m a bit uncomfortable with) how does "analysis" fit
or not fit with them?
3. One of my informants, after reading over Chapter 4, wondered if men and
women international students experience the "world view shift" differently. He had been
struck by the powerful ways that several women had expressed their anxiety, their
depression and confusion around the changes they knew were taking place in their
personalities. Could this be a characteristic of women, he wondered? Do women from
developing countries change more than men ™ maybe because they are so oppressed in
their home cultures? Or are women more ready to admit their emotions, more ready to
examine themselves and see the changes as they occur in themselves?
Whatever direction the research takes, especially if it is my fate to do it, it will
need to be practical in order to have any real value. This small study has been useful, I
believe, not only in satisfying my own needs for personal transformation, but in helping
a few students at the Center for International Education understand the expectations of
the American university. If I have helped ease the way a little, if I have spun a tiny
thread between their ways of seeing the world and my own, then my time has been well
spent, my life lived well.
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